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ABSTRACT 
EFFECTIVE COMMUNITY COLLEGE TEACHERS 
PORTRAITS OF FACULTY-STUDENT INTERACTION 
MAY 1991 
GLENN DUBOIS, B.A., FLORIDA ATLANTIC UNIVERSITY 
M.S., EASTERN KENTUCKY UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Johnstone Campbell 
This dissertation examined the interaction between 
effective community college faculty and students at a 
selected regional community college in Massachusetts. More 
specifically it: (a) explored the viewpoints, values and 
behavior of effective community college faculty regarding 
effective teaching; (b) described what effective community 
college faculty do in and out of the classroom; and (c) 
explored faculty viewpoints, values and behavior regarding 
faculty-student interaction in and outside of the classroom. 
The research was qualitative in nature, consisting of 
systematic observations of five effective community college 
faculty interacting with students in the classroom 
supplemented with open ended interviews of faculty. 
The results of the study validate earlier research on 
effective college teaching and they suggest that there are 
four "hidden characteristics" that help to explain why some 
community college professors are particularly effective. 
Each faculty member (a) overcame personal adversity; (b) was 
V 
inspired by past teachers; (c) has a distinct identity as 
teacher/messiah; and (d) needs students as much, if not 
niore, than their students need them. 
These characteristics are significant in that they have 
not been previously reported. Attention is shifted from 
looking solely at a teacher's command of the subject, 
organizational skills and rapport with students. Attributes 
such as charisma, altruism and dedication seem to be 
significant. For these faculty, teaching is more than an 
occupation; it's a dedication to leave the world a better 
place, an opportunity to make a difference in another's 
lifs, and a chance to enhance one's own life through a kind 
of immortality, that of remembrance. 
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CHAPTER 1 
INTRODUCTION 
Introduction 
This dissertation examined the interaction between 
effective community college faculty and students at a 
selected regional community college in Massachusetts for the 
purpose of understanding effective teaching from the point 
of view of faculty. More specifically this dissertation: 
1. Explored the viewpoints, values and behavior of 
effective community college faculty regarding effective 
teaching. 
2. Described what effective community college faculty 
do in and out of the classroom. 
3. Explored faculty viewpoints, values and behavior 
regarding faculty-student interaction in and outside the 
classroom. 
The research was qualitative in nature, consisting of 
systematic observations of five effective community college 
faculty interacting with students in the classroom, 
supplemented with open ended interviews of faculty. 
Background of the Study 
Many professional teachers and managers in community 
colleges are concerned with the improvement of teaching. 
Dozens of books have been written about the improvement of 
1 
undergraduate teaching in the last decade, with such titles 
Determining Faculty Effectiveness (Centra, 1980); The 
Essence of Good Teaching (Ericksen, 1985); Mastering the 
^chniques of Teaching (Lowman, 1984); The Craft of Teaching 
(Eble, 1988); and Teaching as Leading (Baker, Roueche and 
Gillett-Karam, 1990). At the core of most criticism in 
higher education is the assertion that effective education 
requires close working relationships between faculty and 
students (Wilson, Gaff, Dienst, Wood and Barry, 1975; Ellner 
and Barnes, 1983; Chickering and Gamson, 1987; Eble, 1988). 
This interaction "is seen not only as a means by which the 
transmission of knowledge and student intellectual growth is 
best facilitated, but as an educational goal in and of 
itself" (Wilson, et al., 1975, p.30). Drawing on years of 
research, Chickering and Gamson (1987) have pointed out that 
frequent faculty and student contact in and out of the 
classroom is the most important factor in student motivation 
and involvement. Mounting evidence suggests that frequent 
contact between faculty and students is the key to reducing 
student attrition (Miller, 1985; Chernin and Goldsmith, 
1986), helps to improve a student's grades (Hudesman, 
Avramides, Loveday, Waber and Wendell, 1983), and 
facilitates a student's academic and personal growth and 
satisfaction with his or her overall college experience 
(Pascarella, 1980; Ender, Winston and Miller, 1984). These 
findings point to the suggestion that informal teaching 
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community college activities that take place outside the 
classroom may be of equal importance to the practices that 
take place within the classroom with respect to student 
performance, personal development and student retention. 
What IS not clear are ways in which effective faculty 
members interact with students both in and outside the 
classroom and the perspectives faculty members have toward 
this interaction. 
According to the Chronicle of Higher Education (1990), 
one in every three students enrolled in higher education 
attends a community college. The faculty at these colleges 
have significant teaching and advising responsibilities 
(Seidman, 1985; Baldridge, Curtis, Ecker and Riley, 1978). 
Community colleges are often referred to as "teaching 
institutions" with a student-centered faculty (Baker, 
Roueche and Gillett-Karam, 1990; Seidman, 1985). The notion 
of student centeredness "permeates the community college" 
(Seidman, p.86). Faculty members are believed to put 
teaching first and the discipline second (Vaughan, 1988). 
They have no significant research responsibility and spend 
most of their working time teaching, offering guidance and 
holding office hours. Seidman (1985) discussed some of the 
stress that is placed upon community college faculty who see 
themselves in this role: 
The [student-centered] model can blur teachers' 
sense of their role, contribute to a sometimes 
frantic and almost consuming day-to-day work 
pattern and induce a sense of personal 
3 
responsibility for matters that 
beyond their control. (p.87) 
are basically 
An added tension for community college faculty is the 
high number of students who drop out of their classes and 
programs. For years, community colleges have proclaimed 
themselves "open door" colleges, but many community colleges 
have "revolving doors" where students drop out as easily as 
they dropped in (Vaughan, 1988). Retention rates for 
community colleges have, as Vaughan says, "been quite 
embarrassing" (p.27). in 1975, Cope and Hannah estimated an 
^^t^ition rate for entering freshmen in public two~year 
colleges to be 50 percent by the end of the first year and 
80 percent by the end of the second year. As few as ten 
percent of community college students receive an Associate's 
degree within two to five years of entering the school 
(Breneman and Nelson, 1981). Many students in community 
colleges are academically unprepared, deficient in basic 
academic skills (English, mathematics, reading), are unsure 
of long-term career goals, and often choose majors that are 
inappropriate for their abilities (Astin, 1976; Pantages and 
Creedon, 1978; Everitt, 1979; Rug, 1982). 
Some faculty stand out as particularly effective in the 
community college context in spite of these problems. The 
idea that effective teaching is a phenomenon found in 
relationships between teachers and students merited further 
attention, especially in the community college where 
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students are more diverse, often academically unprepared and 
have a tendency to drop out. 
Purpose of the stnHy 
The purpose of this study was to add to the 
understanding of effective community college teaching by 
focusing on faculty-student interaction both in and outside 
the classroom, it was my intention to (a) identify the 
qualities found in the student-teacher relationship, (b) 
describe what effective community college faculty do both in 
and outside the classroom, (c) isolate faculty viewpoints 
and values regarding effective teaching, and (d) shape 
hypotheses about effective community college teaching and 
^®^^tibute to the knowledge we now have about community 
college teaching. 
Following are specific research questions that guided 
the study. These questions were developed on the basis of 
salient topics found in the literature and through my own 
ten year experience as a community college professor. 
Research Questions 
In interactions with students, what distinguishes 
particular faculty in the community college context as 
effective teachers? 
1. What do effective faculty do in and outside the 
classroom with respect to their interactions with students? 
5 
2. What kind of relationship with students does an 
effective teacher prefer? 
3. Do faculty develop a different relationship with 
students in class as opposed to outside of class? 
4. How do faculty perceive community college students? 
5. What are the views of faculty toward teaching at 
the community college level? 
Definition of Terms 
purposes of this study, the following 
definitions were developed. 
Effective Faculty Member 
Persons in a community college who have teaching 
responsibilities but no principal administrative 
obligations. These faculty members represent the best 
teachers as indicated by student evaluations over the past 
five years (names were provided by the Dean of Faculty at 
the study site). These full-time faculty members have been 
with the college over five years and some more than 20 
years. 
Advisor 
A community college faculty member who has the 
responsibility of advising a number of students. Advisement 
is a major responsibility and all faculty are assigned 
advisees. Five office hours a week are allocated for this 
purpose at the campus used for this study. 
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Advisee 
A full or part-time student at the college. All 
students are encouraged by the college administration to see 
their advisor for guidance and to pre-register for courses 
offered the following semester. 
Value 
Something regarded as desirable, worthy, or right, as a 
belief, standard or precept; the established ideals of life. 
Attitude 
The predisposition or tendency to react specifically 
toward an object, situation or value; usually accompanied by 
feelings and emotions. Attitudes cannot be directly 
observed but may be inferred from overt behavior, both 
verbal and nonverbal (Good, 1973). 
Interaction 
Person-to-person contacts between faculty and students 
in and out of the classroom. 
Portrait 
A picture in words; description. A composition that 
provides readers with a rich reconstruction of effective 
community college teachers. This reconstruction is actually 
an analytic description that recreates for the reader the 
shared beliefs, practices, artifacts, folk knowledge and 
behaviors of a group of effective community college faculty. 
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Basic Assumptiong 
This study was based on the following assumptions: 
1. A study of community college teaching with respect 
to interactions between faculty and students must take into 
account the viewpoints and experiences of faculty whose 
responsibility at the college is primarily to teach. 
2. The student-centered ethos places many demands upon 
faculty but there are some professors who excel in this 
situation. 
3. Teaching is the primary responsibility of community 
college faculty. Faculty are urged to make teaching and 
accessibility to students their primary objectives. 
4. There exists a need to further understand the 
phenomenon of effective community college teaching from 
faculty who are good at it. 
5. Understanding the experiences of effective 
community college faculty members is central to 
understanding the complexities of community college 
teaching. 
6. The appropriate research paradigm for this study is 
a descriptive, interpretive design in search of the meanings 
teachers derive from their experiences and the qualities 
they exhibit. 
7. When studying effective community college teachers, 
it is essential to look within the particular setting that 
offers unique constraints, inhibitions and opportunities. 
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We have little understanding of how to interpret a behavior, 
an attitude, a value unless we see it embedded in a context 
(Lightfoot, 1983, p.23). 
Significance of the Study 
Much of the research that has been done on effective 
teaching has taken place in four-year colleges and 
universities which share some but not all of the problems 
that community colleges experience. At the community 
college where this study occurred, one in three students 
need remedial education (Ponticelli, 1986). This is not 
unusual for community colleges. Faculty face different 
kinds of college students in the community college setting. 
Berneman and Nelson (1981) claimed that community college 
students are more likely to be poor, members of minority 
groups and less prepared than students in other segments of 
higher education (p.22). This may necessitate a different 
kind of teaching relationship with students. Moore (1970) 
suggests that working with a student who has suffered 
previous educational and social deprivation "demands 
teaching skill of a high order" (p.64). 
The opinions and behaviors of four-year college and 
university teachers have been studied extensively. However, 
outside of a few current books and articles from such 
researchers as Baker, Roueche and Gillett-Karam (1990); 
Seidman, (1985); Easton, Forrest, Goldman and Ludwig (1985); 
Guskey and Bennet (1983), little is known about the 
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behaviors, attitudes and values of community college faculty 
respect to effective teaching. How community college 
faculty feel, think and go about their teaching may be 
substantially different from faculty who teach at four-year 
colleges and universities. Students at community colleges 
tequire different kinds of instruction and relationships 
with their teachers. Such possible differences cannot be 
determined until a richer foundation of information 
regarding community college teaching becomes available. 
Community college faculty members spend most of their 
on-campus time working in the classroom or in advisement 
sessions with students. Their opinions are important with 
respect to adding to the qualitative knowledge about 
effective community college teaching. This interpretive 
study is one of a few studies on effective community college 
teachers and their interactions with students. It enriches 
the knowledge we now have about community college teaching. 
Hopefully, similar research will take place at other 
community colleges thereby providing an opportunity to 
compare findings. 
Finally, those readers who are planning to enter a 
in community college teaching can better prepare 
themselves by reading what faculty have said about certain 
important issues in their work. 
10 
CHAPTER 2 
LITERATURE REVIEW 
Introduction 
The review of literature is presented in three 
sections: 
1. Effective Teachers. 
2. The Importance of Advisement. 
3. Changing Conditions in Community Colleges. 
A brief rationale for each section follows. 
No study about effective community college teachers 
would be complete without a review of the literature on 
college teaching. The findings in this study were compared 
to the research that has been previously done on effective 
college teaching. I chose to include the literature on 
academic advisement because it is a central responsibility 
for community college faculty and an important means by 
which faculty and students interact and form relationships. 
All community college faculty at the study site have 
significant advisement responsibilities. There is a lot of 
research pointing to the importance of advisement services. 
Given the broad and diverse background of community college 
students, we need to know more about the effects of advising 
on the faculty advisor. 
The demographics of community college students differ 
from traditional college students. The community college 
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population includes more part-time, career oriented minority 
and older groups whose needs are different from traditional 
students. If community college educators fail to recognize 
the unique characteristics of these students and fail to 
make appropriate changes in their teaching program and 
advising systems, the result may be learner frustration, 
disenchantment and higher levels of attrition. 
The section on the changing conditions of the community 
college places this study in historical and modern context. 
Effective Teachers 
One of the most respected and widely read authorities 
on the subject of college teaching is Kenneth Eble. In the 
latest revision of his book. The Craft of Teaching. Eble 
(1988) claims that research on the characteristics of 
effective teaching, dating from early in the century to the 
present, has arrived at consistent findings; 
Most studies stress knowledge and organization of 
subject matter, skills in instruction, and 
personal qualities and attitudes useful to working 
with students. If personal characteristics are 
emphasized in a study, good teachers will be 
singled out as . . . enthusiastic, energetic, 
approachable, open, concerned, imaginative, [with 
a] sense of humor. If the mastering of a subject 
matter and good skills are emphasized, good 
teachers are masters of a subject, can organize 
and emphasize, clarify, point out relationships, 
can motivate students, pose and elicit questions 
and are reasonable, imaginative and fair in 
managing the details of learning. (p.21-22) 
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Drawing from years of research on higher education, 
students and faculty, Chickering and Gamson (1987, p.2) 
proposed seven characteristics of the effective teacher: 
1. Encourages contacts between students and faculty 
members. 
2. Develops reciprocity and cooperation among 
students. 
3. Uses active learning techniques, having students 
talk and write about what they learn, and relate it to their 
background and daily lives. 
4. Gives feedback promptly. 
5. Emphasizes time spent in class on particular tasks. 
6. Communicates high expectations. 
7. Respects diverse talents and ways of learning. 
A brief synopsis of each category follows. 
Encourages Student-Faculty Contact. Chickering and 
Gamson argue that frequent faculty and student contact in 
and out of classes is the most important factor in student 
motivation and involvement. Those students who have 
frequent contact with faculty have enhanced commitment to 
develop their intellect, think about values and reflect on 
their future plans (p.2). 
Encourages Cooperation Among Students. Good learning, 
like good work, is collaborative and social, not competitive 
and isolated, according to Chickering and Gamson. Working 
13 
with others increases one's involvement in learning, deepens 
understanding and sharpens thinking (p.2). 
Encourages Active Learning Good teachers get students 
to talk about their learning, write about it, discuss it 
with others and apply it to their daily lives. Chickering 
and Gamson (p.2) point out that learning is not a spectator 
sport. 
—P^onipt Foodback. Studonts n6©d froqusnt 
oppoi^tunity to porform and n©ed sugg©stions to improv©. 
Emphasiz©s Tim© on Task. T©aching stud©nts how to 
manag© tiin© is critical according to Chick©ring and Gamson. 
Students must spend time and energy in learning. Yet, 
students (and faculty) need help in learning how to manage 
time effectively. 
Communicates High Expectations. Chickering and Gamson 
believe that faculty (and students) must communicate high 
expectations in order to perform well. They point to 
community college programs that have started honors programs 
for minorities that help communicate high expectations. 
Respects Diverse Talents and Wavs of Learning. There 
are many roads to learning according to Chickering and 
Gamson. Students learn differently and they need the 
opportunity to show their talents so they can be encouraged 
to learn in new ways. 
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Joseph Lowman, like Eble, offers a perspective on 
effective teaching which is based upon his own experiences 
and literature reviews, in his book. Mastering the 
Techniques of Teaching (1984), Lowman claims that there are 
basically two dimensions to the superb college teacher. 
Dimension one refers to an instructor's ability to generate 
intellectual excitement in the classroom. Dimension two is 
an instructor's positive interpersonal rapport with 
students. As Lowman says: 
Superior college teaching involves two distinct 
sets of skills. The first is speaking ability. 
This includes skill not only in giving clear, 
intellectually exciting lectures but also in 
leading discussions. The second is interpersonal 
skills. Such skill allows one to create the sort 
of warm, close relationships with one's students 
that motivate them to work independently. (p.2) 
According to Lowman, superb teachers are outstanding in 
one of these sets of skills and at least competent in the 
other. A closer look at Lowman's dimensions follows. 
Dimension One. This skill has two components: clarity 
of communication and positive emotional impact on students. 
Communication is what one presents; positive emotional 
impact is the way in which material is presented. According 
to Lowman, outstanding instructors have a keen facility for 
clear exposition. Lowman suggests that this is not enough. 
To have an emotional impact, instructors must do more than 
present the material clearly. The subject being taught must 
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"be accompanied by virtuosity at speaking in front of 
groups" (p.ll), Lowman explains; 
College classrooms are fundamentally dramatic 
arenas in which the teacher is the focal point, 
actor or orator is on stage. The 
students are subjected to the same influences— 
both satisfactions and distractions--as any 
audience .... Teaching is undeniably a 
performing art. Excellent teachers use their 
voices, gestures and movements to elicit and 
maintain attention and to stimulate students' 
emotions. Like other performers, teachers must 
convey a strong sense of presence, of highly 
focused energy. Some teachers do this by being 
enthusiastic, animated or witty, while 
others accomplish the same effect with a guieter, 
more serious and intense style. The ability to 
stimulate strong, positive emotions in students 
separates the competent from the outstanding 
teacher. (p.l2) 
Lowman dismisses those who criticize his prototype as 
sn instructor who is showing off, hamming it up, or faking 
it. According to Lowman, "exciting teaching is not merely 
acting or entertaining" (see also Kaplan, 1974; Meier and 
Feldhusen, 1979; Naftulin, Ware and Donnelly, 1973; Perry, 
Abrami and Leventhal, 1979; Williams and Ware, 1977; Eble, 
1988). Entertainment, argues Lowman, involves the 
stimulation of emotions and the creation of pleasure for 
their own sakes. Outstanding teaching is characterized by 
stimulation of emotions associated with intellectual 
activity: the excitement of considering ideas, understanding 
abstract concepts and seeing their relevance to one's life, 
and participating in the process of discovery. 
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Dimension Two. According to Lowman, dimension two 
deals with an instructor's awareness of such interpersonal 
qualities as motivation, respect for others, sensitivity to 
group settings and communicating to students an enjoyment of 
learning and independent learning. Dimension two is 
significantly developed and altered by the relationship an 
instructor builds in and out of the classroom with students. 
Dimension one, on the other hand, is developed and refined 
in the classroom. In Lowman's opinion, dimension two is 
more controversial: 
No one is likely to advocate that teachers be 
vague and dull, though some professors may believe 
that clarity is all that is required for good 
teaching and see attempts to be exciting and 
inspiring as demeaning. Some professors sincerely 
believe that recognizing students' personal 
reactions not only is irrelevant to teaching 
content but also impedes students' growth into 
mature and responsible adults because it indulges 
or coddles them. (p.l6) 
Research supports Lowman's dimension two. Students 
prefer more open, democratic and approachable teachers 
(Keaveny and McGann, 1978; Uranowitz and Doyle, 1978) 
provided they are first clear and interesting. Dimension 
two, although important, is not as important for masterful 
teaching as dimension one according to Lowman. The rare 
"complete master" is able to perform superbly in both 
lecture hall and seminar room and to modify the approach so 
as to engage all students, both the academically brilliant 
and the academically weak. In his years of experience, 
Lowman claims to have met only one or two "complete 
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masters." Instead, Lowman finds most teachers at the mid¬ 
range of each dimension and relatively few below or above 
the norm. 
Reviewing the literature. Hoover (1980, p.3) cited a 
study by Crawford and Bradshaw as representative of the 
experts in the field of teaching effectiveness. This study 
identified four criteria for effective teaching: (a) 
thorough knowledge of the field, (b) well planned and 
organized lectures, (c) enthusiasm and energetic behavior 
^ lively interest in teaching, and (d) a friendly 
student orientation and a willingness to help students. 
These findings generally replicate earlier findings by 
Feldman (1976); Wotruba and Wright (1975) and Wilson, Gaff, 
Dienst, Wood and Barry (1975). 
Feldman (1976), synthesizing more than 70 studies on 
student views of superior teaching, found that effective 
teachers show knowledge of subject matter and enthusiasm for 
the subject and teaching. They are also organized, clear 
and prepared. According to Feldman, students also find such 
personal attributes as friendliness, helpfulness and 
openness to other's opinions to be part of the effective 
teacher, however, these attributes were secondary to the 
characteristics of good pedagogical skills and subject 
mastery. 
Wotruba and Wright (1975) summarized 21 studies in 
which different groups (faculty, staff, students and alumni) 
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of effective had been asked to identify the characteristics 
teaching. The ten most frequently mentioned were: 
communication skill, favorable attitudes toward students, 
knowledge of subject, good organization of subject matter 
and course, enthusiasm about subject, fairness in 
examinations and grading, willingness to experiment, 
encouragement of students to think for themselves, pleasant 
personality and interesting lectures. 
During this time period, Wilson, Gaff, Dienst, Wood and 
Barry (1975) asked faculty members in six four-year colleges 
and universities to nominate three colleagues who they 
regarded as having significant impact on students. They 
asked seniors to identify the teacher who contributed the 
most to their educational development. They also asked 
faculty members to identify students to whose educational 
development they had contributed. The convergence between 
these sources suggested that effective teachers: 
1. Had high levels of interaction with their students 
outside the classroom. 
2. Strove to make courses interesting by using 
examples and analogies in their teaching. 
3. Referred to contemporary issues and related their 
course content to other subjects. 
Like Eble, Seldin (1984) concluded that studies on 
teacher effectiveness criteria are fairly homogeneous in 
their findings. 
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Effective Community College Teachers 
Using a qualitative and quantitative research approach 
on the question of effective community college teaching, 
Baker, Roueche and Gillett-Karam (1990) found that effective 
teachers influence the attitudes, beliefs and behaviors of 
their students. According to the Baker group, good 
community college teachers are good leaders: 
The teacher does not convey or impart content. 
Rather, the teacher instructs, motivates, 
influences and enables the student to acquire 
content from the teacher, the text or any other 
source; and as students become skilled at 
acquiring content, they learn. (p. il) 
The Baker study expanded upon previous work done by 
Easton, et al. (1985). According to the Easton study, the 
effective community college teacher; (a) plans and organizes 
goals, (b) shows respect and interest in students, (c) 
encourages student participation, and (d) monitors student 
progress and responds accordingly. An abstract of each 
category follows. 
Plans and Organizes Goals. Easton found that effective 
instructors have a strong sense of educational and 
instructional goals and purposes. As the Easton group 
reported; 
[They] are clear and decisive about what the 
important goals of their courses are, why these 
goals are important, and how they and the students 
will reach these goals. In addition to 
understanding the course goals themselves, they 
tell the students what the goals are and . . . how 
to reach these goals. (p.l56) 
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These teachers "relate the course goals to the total 
curriculum, to job skills and to everyday life, and then 
focus on the parts of the course that are necessary for the 
student's subsequent success in school or on the job" 
(p.l56). Effective instructors emphasize, by repetition and 
the use of the blackboard, the important course concepts and 
they suggest methods and strategies to prepare for 
examinations. 
Shows Respect and Interest in Students, in discussing 
this category, Easton points to the instructor who makes it 
a point to learn the names of students. Although this may 
seem unimportant, Easton claims: 
As teachers learn the students' names they also 
gather other information from informal discussion 
or questionnaires. Teachers use what personal 
information they have in order to make their 
classes more relevant to students. . . . 
Background information gives the teacher the 
context for relating the class to the students' 
lives. (p.l57) 
Easton also found that teachers who show interest and 
respect for their students genuinely want them to succeed 
and they believe that with continued effort, students can do 
well in the course and in their program of study. In 
general, these teachers use the information they gather on 
their students to tailor parts of the course to student 
interests and experiences. Students are more likely to 
participate in class when the teacher knows how to make the 
material pertinent to the students' own lives. 
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Encourages Student Partirip»,-i^n i^e effective 
teacher has many methods of encouraging students to 
participate in class. The primary technique, according to 
the Easton group, is asking questions of students. The good 
teacher: 
arnnnH pattem of asking questions; some go 
around the room in consistent order, and some are 
selective in asking certain questions of certain 
students. One of the reasons that teachers ask so 
many questions is to make sure that [students] are 
following. A second reason for asking questions 
IS to draw students out to express new ideas and 
express themselves fully. (p.l58) 
These teachers also use student groups to work on class 
problems, debates, etc. Good community college teachers 
want students to become involved in their work and 
ps^tticipate in class. To make this happen, teachers have 
their students work in small groups, maintain a relaxed and 
non-threatening class atmosphere and develop other methods, 
such as direct questions, as a way to enlist all students in 
the class session. 
Monitors Student Progress and Responds Accordingly. 
The Easton group found that successful community college 
teachers carefully observe the progress of their students 
and provide remedial instruction to those students who are 
experiencing difficultly. Teachers rely on several sources 
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of information on how well or how poorly their students are 
doing: 
have writing samples or diagnostic 
beginning of the term. All 
teachers use quiz and examination scores as 
indicators of how well the students are learning. 
Other sources of information include class 
interactions, student responses to questions, 
projects, papers, presentations, reports, as well 
as the looks in their eyes. These teachers 
believe that they have to know what's going on 
between the students' ears in order to teach 
better. They use all available data about student 
Progress to decide how to make class and 
individual assignments for the course. (p.l60) 
Outside of the Baker and Easton studies, little is 
known about effective community college teachers. 
Considerable effort has been made in the educational 
research community to identify and distinguish the 
attributes of effective college teaching (Highet, 1950; 
Herge, 1965; Kelly and Wilbur, 1970; Rosenshine, 1975; Cole, 
1978; Eble, 1979, 1988; Mckeachie, 1978, 1986; Smith, 1983; 
Braskamp, et al., 1984; Donald, 1985; Murray, 1985, 
Chickering and Gamson, 1987), but most of this research does 
not take institutional type into account. Does the 
community college, with its emphasis on open admissions, 
demand a different kind of teaching than that which the 
literature describes in four-year colleges and universities? 
Is an effective community college teacher similar to four- 
year college or university teachers found in the field? 
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The Importance of Academic Advi 
The literature suggests that advisement programs in 
colleges result in better student attitudes, intelleotual 
and personal development, increase student performance and 
reduce attrition (Appleton, 1983; Glennen, 1976, Grites, 
1981; Hadley, 1976; Karpraun and Coldren, 1982; Noel, 1976; 
and Trembler and Holmes, 1981). Academic advisement 
promotes student and faculty Interaction. Chiolcering and 
Gamson (1987) recently pointed out that frequent faculty and 
student contact is the most important factor in student 
motivation and involvement. Hash (1985) compiled reports on 
th© outcome of faculty and student interaction which 
resulted in the following benefits for students: 
1. Higher academic achievement (Astin 1977; Lavin, 
1965; Rock, Centra and Linn, 1970; Wallace, 1963). 
2. Higher student aspiration (Phelan, 1979; 
Thistlethwaite, 1960, 1962; Weidman, 1979; Wilson, 1975). 
3. Personal and social development (Alberti, 1972; 
Astin, 1977; Chickering and McCormick, 1973; Pascarella and 
Terenzini, 1978; Terenzini and Pascarella, 1980). 
4. College satisfaction (Astin, 1977; Wilson, et al., 
1975). 
Advisement and Student Retention 
Due to the threat of shrinking enrollments, student 
retention became a popular concern for college 
administrators in the 1980s. Crockett (1978) cited 
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advisement,as playing a major role in student retention. He 
concluded that students tend to stay in college if they are 
committed to a career goal, achieve grades commensurate with 
their abilities and if they develop a positive attitude 
about the college. Surveying 1,600 college and university 
officials, Beal and Noel (1979) found that improvement in 
academic and counseling programs was the most common element 
in reducing student attrition. Breneman and Nelson (1981) 
questioned whether program completion was a reasonable 
measure of student success: 
Does dropping out represent success or failure? 
it could reflect success if the student learned as 
much as he intended to and then left because he 
found a job for which he was being trained or 
failure if he concluded that the institution would 
not help him in the labor market. (p.55) 
Seidman (1985) found that most community college 
teachers viewed student attrition as a problem: 
Only one faculty member had no problem with the 
fact that as soon as his students could get a job, 
they would grab it and drop out of his course and 
program, no matter what stage they were at. 
(p.82) 
Seidman found that the high attrition rate in community 
colleges "not only produces faculty self-doubt but also 
frustrates faculty" (p.83). 
According to Seidman: 
No matter how inured they may become to the 
situation, teachers are affected by the loss of a 
student, for the very reason that teaching is a 
relationship. Attrition in the classroom is a 
serious injury to the relationship that is most 
important to a teacher. (p.84) 
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In their national study of student attrition, Beal and 
Noel (1979) found that inadequate advising was the most 
important negative factor influencing student attrition. 
The most important positive factor was a caring attitude of 
faculty and staff. 
Faculty Advisors 
Most colleges use a faculty advising system in order to 
improve the quantity and quality of faculty-student 
interaction outside of the classroom (Carstensen and 
Silberhorn, 1979; Hash, 1985). Astin (1977) claimed that 
faculty-student interaction has a stronger relationship to 
student satisfaction with the college experience than any 
other variable or institutional characteristic. Community 
colleges have responded by developing an advisement system 
that promotes and encourages faculty-student contact (Hash, 
1985; Hines, 1981; Hines, Krause and Endieveri, 1980). 
Generally, a faculty advisor at the community college used 
in this study is expected to be: 
1. Knowledgeable of curricula requirements, college 
procedures and policies. 
2. Available five hours per week to see students in 
the office or arrange other meeting times with students. 
3. Acquainted with college support services on campus 
such as financial aid, personal counseling and career 
services. 
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Problems With Academic Advisement 
Despite the importance of advisement, there is 
widespread dissatisfaction with advising services. Johnson 
and Sprandel (1975) found that -almost every study of 
undergraduate education has cited the poor quality of 
academic advising that students receive in their department" 
(P.17). 
(1981) found that students desired "warm, 
friendly, personal relationships" with faculty (p.33). 
Fielstein (1987) found that students preferred their advisor 
to be personally acquainted with them. 
It is generally accepted that faculty-student 
interaction is a valued activity that has a positive 
educational and personal outcome for students. What is not 
clear, however, are the effects on the teacher from student 
interaction. Do teachers experience positive outcomes from 
frequent student contact? Wilson, et al. (1975) pioneered 
the little worlc that has been done in this area and found 
that faculty who have frequent student interaction are; 
1. More satisfied from the stimulation they receive 
from students. 
2. More li)cely to believe that their students will rank 
them among the very best teachers. 
3. Proud of their work and derive greater enjoyment 
from their teaching than their colleagues do. 
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4. Qualitatively and quantitatively different from 
their colleagues with respect to their relationships with 
students in and out of the classroom (p.40). 
Implications 
A lot of attention has been paid to the teacher in the 
classroom context, but faculty at most colleges do more than 
teach classes. Community college faculty spend a lot of 
their time working with students outside of class, 
particularly in the advising session. It is clear from the 
literature that advising is important to students and may be 
to faculty. Understanding the experiences and perspectives 
of faculty is central to understanding the complexities of 
advising. 
Changing Conditions of Community Colleges 
The early leaders of junior colleges believed that 
their institutions were primarily teaching institutions for 
students whose abilities and talents were not suited for the 
university (Koos, 1925; Eells, 1931). In the early years, 
the primary responsibility of the faculty member was to 
teach. This emphasis on teaching has not changed. Junior 
college planners never envisioned the two-year college as a 
place where faculty conduct research. Nor was the early 
junior college a place where college staff provided a 
custodial function for a segment of the nation's collegiate 
youth. The junior college was a commuter school, and, as 
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such. It had minimal influence on student development. 
Classroom teaching was the junior colleges' primary service. 
According to Seidman (1985), advocates of the junior 
college: 
urged its establishment as a way of providing a 
buffer between the expanding high school 
populations seeking higher education and the newly 
developing, specialized and professionally 
oriented university, (p.6) 
Writing in 1931, Walter Eells, a professor of Education 
at Stanford and an early writer on the junior college, said: 
The junior college has popularized education. 
Where a local junior college is established, the 
number of people who go to college is at least 
doubled. It would be unwise and unfortunate if 
sll of these tried to enter a university and 
prepare for professions which in most cases are 
already overcrowded and for which their talents 
and abilities in most cases do not fit them. 
(p.289) 
Commenting on the instructional function of a junior 
college, Eells said: 
The junior college is primarily an instructional 
institution. . . . The junior college has little 
or no excuse for its existence if it does not 
place prime emphasis upon superior teaching, 
superior instructors and superior methods of 
instruction. (p.339) 
A major function of the junior college was to provide 
"terminal education" for those whose preparation and 
interests were not appropriate for four-year colleges and 
universities (Seidman, 1985, p.6). 
According to Vaughan (1984): 
The enrollment of the academically weak students 
in the community college enabled four-year 
institutions to remain selective while subscribing 
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hioW liberal philosophy of universal 
community college served as 
a safety valve for the selective university Ind 
for society in general, permitting the nation to 
econcile the twin goals of academic excellence 
and open access. (p.38) 
Jencks and Riesman (1968) pointed out that community 
colleges had allowed the universities to be more exclusive 
without forcing the overall system to follow suit. 
The Growth of the Community College 
The explosion in enrollment at two-year colleges was 
the result of large numbers of returning veterans seeking a 
college education after the Second World War. These 
veterans, according to Seidman, "swamped four-year colleges 
and universities ... [and] the junior colleges expanded at 
a high rate to relieve the pressure on the four-year 
schools" (1985, p.6). Large numbers of students who 
attended the two-year college saw it as a first step towards 
a four-year degree. Community colleges were seen as a means 
of providing expanded and convenient educational 
opportunities. 
The 1960s and ’70s saw unprecedented enrollment growth. 
At no time in the history of the country were there as many 
young people seeking college degrees. Increased enrollment 
of older students was particularly evident in community 
colleges between 1969 and 1979. The enrollment of the older 
student in this period doubled, allowing the general growth 
of community colleges to continue into the early 1980s. 
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Parnell (1984) reported that the National Center for 
Education Statistics Surveys revealed that college 
enrollment increased from 9.2 million in the fall of 1972 to 
12.4 million in the fall of 1982. During this time, the 
number of students enrolled in two-year colleges grew from 
2,223,000 to 4,772,000, a rate of growth at 215 percent 
(Karabel, 1986, p.l3). The growth rate for four-year 
institutions during this time was less than 18 percent. 
25 years of age and over accounted for 28 percent 
of the enrollment in 1972 and for 35.6 percent of the total 
in 1982. According to the Chronicle of Higher Education 
(1990) there are 13 million people currently enrolled in the 
nation's colleges and universities. Fifty four percent of 
all undergraduates are enrolled in community colleges and 
the average age of a student is 28. 
Changing Student Population 
Not only were community colleges experiencing 
remarkable growth but they were also experiencing a change 
in the kinds of students enrolling in their programs. In 
comparison to 1972, students at community colleges in the 
early 1980s were older, lower in academic ability, more 
female and increasingly part-time (Cohen and Drawer, 1982). 
Students attending the community college on a part time 
basis went from 51 percent in 1972 to 63 percent in 1984 
(Karabel, 1986, p.l9). Community colleges served as an 
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opportunity for minorities, particularly Blacks, Hispanios 
and American Indians. According to Karabel (1986): 
Data from 1978 reveal considerable over 
representation of minorities at two-year colleaes 
as opposed to four-year colleges; whU^only 
percent of all white students were enrolled^at 
institutions, the figures for 
American Indians were, 
respectively, 39.3, 53.3 and 53.0 percent. ! 
number of blacks 
enrolled in two-year colleges increased by 60,200 
in comparison to an increase of only 8.300 at 
four-year institutions. (p.l9) 
Rise of Vocational Education 
Two-thirds of community college students were enrolled 
in vocational programs in the mid-1980s (Grubb, 1984). This 
represents a considerable change from the time when students 
enrolled in community colleges as a first stop on the way to 
a bachelor's degree. No more than one-third of the 
community college students in 1970 were enrolled in 
vocational programs (Karabel, 1972). in 1975 the figure was 
fifty percent (Grubb and Lazerson, 1975). This change 
prompted Karabel (1986) to say: 
The transformation from an institution primarily 
offering college-parallel liberal arts programs to 
one emphasizing terminal vocational programs is 
the most fundamental change to have occurred in 
the history of the American community college. 
(p.20) 
Karabel believes that the rise in vocationalism was 
partly due to the declining market position of college 
graduates. 
32 
Karabel also believed that community college leaders had a 
role to play: 
Vocationalism in the two-year college also grew in 
response to the efforts of community college 
administrators who, in pursuing their own 
organizational interests in carving out a distinct 
niche and identity for their institutions in the 
complex and highly competitive ecology of American 
higher education, pushed hard for vocational 
programs. (p.23) 
From reviewing the published reports on graduate 
placement, Pincus (1980) found that a substantial minority 
of vocational graduates did not get jobs in the fields for 
^hich they were trained, in a follow-up study, Wilms and 
Hansell (1982) found that vocational graduates found 
employment in unrelated areas with weak economic returns. 
Graduates who did find jobs in their areas frequently found 
low-status positions. Karabel (1986) concluded; 
Existing studies do not support the claim of 
advocates that vocational education is, in 
general, a pathway to upward mobility and economic 
security. (p.22) 
Another major change in the community college student 
body was the decrease in the number of transfer students. 
The transfer function is now at a point where it is 
struggling to survive in many states (McCurdy, 1981). 
Transfer education moved from being the dominant function of 
community colleges to being one of many functions, still 
important, but enrolling fewer students (Knoell, 1982). 
McCurdy (1981) argued that transfer education declined 
because of: (a) a sluggish economy, (b) a market glutted 
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a 
with college graduates, (o) the decline in the benefits of 
bachelor's degree, (d) the increased demand for technical 
specialists, (e) greater support for vocational education 
from federal and state funding sources, and (f) the 
increased popularity of the career curriculum. 
Changes in Faculty 
There is a general concern in today's community 
colleges about ways to keep faculty abreast of the latest 
technologies, Keller (1986) cautioned that by the early 
1990s, approximately 35 percent of all college faculty will 
be over 55 years of age; by the year 2000 the percentage 
ij^crease to 52 percent. At a time when enrollments are 
declining, faculty are aging and technology is rapidly 
developing. Upward professional movement in the community 
college system is extremely limited and new positions are 
rare. Mobility can no longer be viewed as a fresh source of 
renewal. Faculty at many community colleges work second 
jobs in order to afford adequate housing and meet expenses. 
Many community college managers and scholars such as George 
Vaughan (1984) are trying to find ways of "preventing 
burnout in an aging and nearly immobile faculty" (p.40). 
Community college faculty have new difficulties facing 
them. Seidman (1985) found faculty talking about: 
. . . the difficulties of teaching writing, the 
substitution of so-called objective, machine- 
scored tests for written essays, the problems of 
students who just one day disappear and the 
erosion of standards. Their stories illustrate 
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students and 
ethos in dedication to a student-centered 
etnos in the community college. (p.5) 
Implications 
The changes that have occurred in the community college 
raise many issues for teachers and advisors. As faculty 
grow older, many wonder how they will incorporate 
technological advancements into their teaching and help with 
the development of new programs. A new wave of student 
(career, part-time, adult and minority) has emerged on the 
scene requiring new ways to think about old practices. 
Teaching and advising community college students may be 
fundamentally different from teaching and advising in other 
institutions of higher education. 
Declining numbers of high school graduates and a 
changing economy have the potential to move the community 
college in a new direction. Faculty are positioned at 
center stage, teaching a new kind of student at a time when 
many community colleges are re-examining their mission. We 
can learn more about how these on-going changes affect their 
work with students by studying the things they do and the 
meanings they make out of their experiences. 
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CHAPTER 3 
RESEARCH METHOD 
Introduction 
Five sections are presented in this chapter: 
1. The Rationale for the Research Design. 
2. Methodological Issues and the Role of the 
Researcher. 
3. The Research Design. 
4. The Site Report. 
5. Biographical Information. 
Rationale for the Research Design 
The methods used in this study were based on the 
interpretive perspective with data generated by participant 
observation and indepth interviewing. This is qualitative 
inquiry, sometimes referred to as naturalistic inquiry, and 
it is used as a process to uncover idiosyncratic but 
nonetheless important stories told by real people (Grant, 
Barnes and Smith, 1983). This kind of methodology presents 
slice-of-life episodes documented through natural language 
and represents as closely as possible what people think, how 
they feel, what they know, how they know it, what their 
concerns are, beliefs, perceptions and viewpoints. 
According to Rist (1979), this method assumes that a more 
complete analysis "can be achieved by actively participating 
in the life of the observed and gaining insights by means of 
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introspection" (p.44). it is from the perspective of the 
subjects that reality, behavior and meaning are analyzed. 
A primary focus for this study was to understand 
effective community college teaching from the point of view 
of faculty who have distinguished themselves as good 
teachers. Rather than test hypotheses, an objective of this 
study was to develop hypotheses concerning effective 
community college teaching and faculty-student interaction. 
The researcher using a naturalistic methodology tries 
to enter the social world of teachers in search of the 
meanings they derive from their experiences. 
Human behavior is significantly influenced by the 
setting in which it occurs, therefore, it becomes essential 
to study human behavior in natural settings. 
According to the interpretivist perspective that 
underlies the choice of method for this study, we interact 
in our social world on the basis of the meanings things hold 
for us. We do not act toward things, but to their meanings 
(Blumer, 1969, p.2). We decide what is meaningful. Social 
phenomena have few intrinsic meanings other than those which 
people assign to them. What people say and do is 
consciously and unconsciously shaped by the social situation 
(Wilson, 1977). Explicit in this view is the perspective 
that people are the makers of their social world and this 
social world is produced from their actions and thoughts. 
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Stuart Polansky (1986), in his book about teaching, 900 
Shows A Year. said: 
Humans are viewed ... as dynamic actors in their 
own lives who give meaning to the world as it acts 
upon them.^ In part, they accept the world they 
ir^hsi^ited, but they tend not just to react to 
it; they reconstruct it or remake it for their own 
purposes. (p.l91) 
Commenting in a similar fashion, Blumer (1969, p.2) 
said: 
1. Human beings act toward things on the basis of the 
meanings things have for them. 
2. Meanings of such things derive from, or arise out 
of, the social interaction that one has with one's fellows. 
3. Meanings are handled in, and modified through, an 
interpretive process used by the person dealing with the 
things he or she encounters. 
In summary, this perspective considers the construction 
of reality to be a normal activity by which people tease 
meaning out of the world, make sense out of it and obtain 
some measure of satisfaction from it (Berger and Luckman, 
1967; Schutz and Luckman, 1973; Geertz, 1973; Polansky, 
1986). 
Methodological Issues and the Role of the Researcher 
The role of the researcher in naturalistic research is 
similar to the role of an anthropologist: one who wants to 
understand the life of a people and their culture by using 
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their own words, behaviors, artifacts and viewpoints. 
Explanations of behavior are made contextually. 
The primary means by which the data was gathered in 
this study were participant observation and indepth 
interviewing. The use of indepth interviewing was for the 
purpose of understanding the subject's viewpoint and the 
purpose of participant observation was to witness various 
faculty and student behaviors. 
Participant Observation 
Participant observation combines both participation in 
the culture under investigation (community college teachers) 
and observation of patterns of behavior. Participation 
means associating with the people under investigation (Wax, 
1971, p.6, 7, 15). What is important, claims Wax, is to 
"get involved in the various kinds of social relationships" 
(p.l6). To McCall and Simmons (1969, p.3), participation 
means "repeated, genuine social interaction on the scene 
with the subjects themselves." According to Spradley 
(1980), there are different levels of participation ranging 
from low involvement to high involvement. There is 
nonparticipation (total observation, unknown to 
participants); passive participation (present but does not 
interact); moderate participation (a balance between insider 
and outsider); active participation (spends a lot of time 
doing what others do); and, complete participation (studying 
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a situation in which they are already ordinary 
participants). 
Seidraan (1985) chose not to use participant observation 
in his qualitative inquiry on community college faculty. He 
criticized the method because it placed "the burden of 
constructing meaning almost totally on the observer" (p.l4). 
i agree with Seidman that it is not the investigator's 
role to determine the meaning that effective community 
college teachers make out of their social world, my interest 
was to understand the experiences of the faculty and the 
meaning they made of it. The use of participant observation 
allowed me to share similar experiences with teachers; to be 
there while it was happening. In this sense, participant 
observation formed the basis for some of the questions that 
were used in the indepth interviews of faculty. 
Indepth Interviewing 
Interviews vary from casual conversations to open-ended 
and structured interviews with selected participants. The 
goal in interviewing is to try to have participants talk 
about themselves and about things of interest to the 
researcher (Whyte, 1960/1982). Interview research is an 
important method for examining the way people develop an 
understanding of the world (Hosie, 1986) and it has been 
used to study perceptions of people (Mintzberg, 1973). The 
goal of the study was to be informed as much as possible on 
how effective community college teachers perceive effective 
40 
teaching and to gain their viewpoints on the nature and 
importance of faculty-student interaction. Indepth 
interviewing appeared to be an appropriate match with 
respect to the purpose of the study. Nevertheless, there 
are problems with the method which need further discussion. 
Being helpful is socially encouraged behavior and some 
interviewees will be eager to assist the interviewer by 
giving answers he or she thinks the interviewer wants to 
hear. Dexter (1971, p.402) found that interviewees who 
demonstrated cooperativeness tended to be more friendly to 
academic research and were more likely to give answers that 
they thought the interviewer would approve. This is 
referred to as "reactivity." A closely related problem is 
the desire of the interviewee to look good in the eyes of 
the investigator (Rosnow, 1970). Exchange theory explains 
how people who cooperate in academic research can be looking 
for social profit (Turner, 1969). While some may be 
participating in the interview for some social reward, there 
are others who won't cooperate. Fensham, Kemmis, Power and 
Tripp (1983) warned that some teachers and students see the 
process as "fair game" and feel no remorse at supplying 
misleading information to disrupt the outcome of the 
research. 
Interviewing is an emergent process with need for 
cross-checking. Dean and Whyte (1969) pointed out that an 
informant's statement represents the perception of the 
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informant that is filtered and modified by emotional and 
cognitive reactions (p.105). People have a tendency to 
downplay their failures and exaggerate their successes. 
Even articulate interviewees can have difficulty in 
expressing a viewpoint or a feeling. People misrepresent or 
distort the truth for a variety of reasons and the 
interviewer has to be alert to these distortions or 
embellishments. On the other hand, an interviewer may have 
a conflicting opinion on the topic being discussed in the 
ij^terview or may intentionally or unintentionally assist the 
person being interviewed to form opinions (Hosie p.205). 
Confidence and trust are key factors in ensuring an honest 
and open interview. 
Researcher as the Research Tool 
The researcher is the primary means for gathering data 
and careful attention must be paid to accurately represent 
the views of the informants in the study. Clearly, problems 
of researcher bias and preconceptions must be constantly 
addressed and cross-checked. Researchers need to ask 
themselves to what extent their presence or actions have 
affected the observed phenomenon. According to Hosie: 
Both researcher and subject bring varying amounts 
of "cultural baggage" to an interview. People's 
value systems cannot be ignored because they 
significantly affect the outcomes of research and 
need to be accounted for. (p.208) 
The research I conducted at the community college was 
done as an insider. I have known many of the faculty 
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subjects in this study for over ten years and I believe we 
have developed the kind of relationship that resulted in 
open and honest interviews. 
As a way to account for researcher bias that could 
emerge in the interview processes, I kept a researcher 
journal to record my own opinions, reactions and questions 
regarding the study, in summary, I believe that I have; (a) 
conducted the research objectively and fairly, (b) developed 
in.timacy with the respondents and an understanding of 
their perspective, (c) not selectively positioned myself to 
the data, and (d) avoided preconceived perceptions. 
Research Design 
Sample 
Qualitative research calls for a flexible research 
design. Five community college faculty members made up the 
sample population. When the study was originally designed, 
six faculty members were included in the sample group. One 
faculty member, however, had to drop out of the study at a 
time when it was too late to recruit another faculty 
participant. A decision was made to reduce the sample size 
from six faculty members to five. 
Determining the Sample Size. The Dean of Faculty at 
the college where I conducted the study supplied me with the 
names of the top 15 college professors. These professors 
have been rated by students and the college's Dean of 
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Faculty as particularly effective throughout their careers. 
All 15 professors have been with the college over five 
years, many over ten years and some over 20 years, in this 
group were eight women and seven men. Seven members of the 
group taught in the liberal arts component of the college 
and the remainder taught vocational courses (e.g., Fire 
Science, Early Childhood). 
I randomly rank ordered all 15 faculty and selected the 
fitst six. In the winter of 1989 I wrote the six professors 
for the purpose of soliciting their participation in this 
study (see Appendix A, Letter to Professors) and then 
followed up with a telephone call to further explain the 
purpose of the study, its major research questions and the 
activities I wanted to complete. The nature of the faculty 
interviews as well as the class observations were also 
discussed during these telephone calls. In the event that a 
faculty member did not want to participate, I planned to 
select the next highest ranked faculty member according to 
the list. The first six selected agreed to participate in 
the study. Although one member dropped out late in the data 
collection phase of the study, the remaining five members 
completed all the interviews and class observations. Of 
these, two have been with the college for over 25 years, one 
over 20 years, another over 12 years and the fifth member 
over six years. 
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The faculty subjects were: 
Fred Dalton, Professor of Chemistry, appointed in 1965. 
Arthur Nelson, Associate Professor of Business, 
appointed in 1979. 
Eve Engels, Professor of Behavioral Science, appointed 
in 1971. 
Walter Harrington, Professor of Mathematics, appointed 
in 1965. 
Sharon Ferris, Assistant Professor of Early Childhood 
Education, appointed in 1984. 
Actual names of participants and the college are not 
used. The reasons for confidentiality are obvious: (a) to 
minimize embarrassment or other forms of liability to the 
respondents, and (b) to encourage trust between researcher 
and respondent. 
The subjects were asked to sign an "informed consent" 
(see Appendix B, Informed Consent) and were advised on the 
American Psychological Association's (APA) standards 
regarding research and human subjects. The faculty had 
continual access to the data and the right to withdraw from 
the study at any time. 
Information Collection Procedures 
Information collection procedures were completed in two 
areas: 
1. Interviews with Teachers. 
2. Classroom Observations. 
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Interviews With Teachers. I conducted four interviews 
with each faculty member over the course of the spring 1990 
college semester. The interviews represent a detailed 
examination of five individuals with respect to four general 
areas in their lives: (a) personal family/social histories, 
(b) personal experiences as a student, (c) becoming a 
community college teacher, and (d) experiences as a 
community college teacher. These interviews were designed 
to understand why five faculty members taught and interacted 
with students the way they did by examining their present 
and past life experiences. The first interview addressed 
the social/family history of the individual; the second 
interview focused on the person's experiences as a student. 
The next interview addressed the events that led up to 
becoming a community college teacher and the last interview 
centered on experiences as a community college teacher (see 
Appendix C for a listing of the interview questions). Each 
interview lasted approximately one and-a-half hours. 
Permission to tape record the interviews was asked in 
advance of the interview process. 
Classroom Observations. Each faculty member was 
observed three times in class. Much of the class 
observation time was spent looking at how the teacher 
interacted with students, including the ways in which the 
teacher involved students in the class session, and verbal 
46 
exchanges between teacher and student. In general, the 
classroom observations served the following purposes: 
1. Allowed the investigator to make recordings of 
teacher/student statements and behaviors. 
2. Provided data for follow-up questions with teachers 
during the interviews. 
3. Helped to create a closer relationship between 
myself and the teacher. (Few colleagues get a chance to see 
another teach.) 
Field Notebook. A field notebook was maintained which 
including the following: 
1. An outline of topics discussed in each interview to 
keep track of what was discussed and to serve as a reference 
for follow-up activities with respondents. 
2. Comments on the interview sessions, i.e., time, 
place, setting, non-verbal behaviors. 
3. Emerging ideas about faculty interviews. 
4. Key statements made by faculty in class sessions. 
5. Interpretations of classroom observations. 
6. Comments on time, place, setting, non-verbal 
behaviors. 
In addition to the notebook, a researcher journal was 
kept to record such things as impressions, reactions and 
questions regarding the study. 
Analytic Procedure 
The presentation, analysis and conclusion (presented in 
chapters four, five and six) followed four major steps: 
1. Organizing and Presenting the Information. 
2. Making Sense of the Information. 
3. Interpretation and Synthesis. 
4. Conclusions and Recommendations. 
Organizing and Presenting the Information. This part 
of the program focused on organization and management of 
collected data. All taped interview sessions were 
transcribed. 
The presentation of the information addressed each 
research question as well as the recent findings in the 
literature. 
When appropriate, direct faculty quotes were used to 
present portraits of the professors. These portraits are 
actually vivid reconstructions, recreating for the reader 
the faculty's beliefs, practices, artifacts, folk knowledge 
and behavior. They offer the reader an insider's 
perspective on the issues involved in the study and they are 
thematically grouped around the research questions and past 
research findings. 
Making Sense of the Information. This section focused 
on the comparative aspects of the study and explored 
different perspectives revealed by the teachers. Particular 
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attention was paid to how behaviors, attitudes and values 
compared among them. 
Interpretation and Synthesis. This part summarized and 
concluded the research findings and explored the viewpoints 
of the faculty. 
Conclusions and Recommendations. This section consists 
of five parts. The first part summarizes the research 
purpose and method; the second part summarizes the findings 
and relevance to the literature; the third part discusses 
any implications for community college managers; the fourth 
part discusses the limitations of the study; and the last 
part presents recommendations for further research. 
Site Report 
A site report is included in the Appendices and it 
contains: 
1. A short history and overview of the college. 
2. Faculty demographics and responsibilities. 
3. Current issues facing the college. 
The site report (Appendix D) is intended to provide 
supplemental information for the reader. 
Biographical Information 
Short biographical sketches on each faculty member are 
provided and can be found in the Appendices. 
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CHAPTER 4 
PRESENTATION OF THE FINDINGS 
Introduction 
This presentation addresses the five research questions 
and concludes with a comparison of the findings to the 
research literature on effective college teaching. Faculty 
comments are presented throughout to give the reader an 
insider's perspective. 
Research Questions 
The overall question guiding this study was; In 
interactions with students, what distinguishes particular 
faculty as effective in the community college context? This 
was examined by a sub-set of questions: 
1. What do effective faculty do in and outside the 
classroom with respect to interactions with students? 
2. What kind of relationship with students does a 
teacher prefer? 
3. Do faculty develop a different relationship with 
students in class as opposed to outside of class? 
4. How do faculty perceive community college students? 
5. What are the views of faculty toward teaching at 
the community college level? 
The following presentation addresses, in turn, each 
research question. 
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Question One. What do effective faculty do in and 
outside of the classroom with respect to interactions with 
students? 
All of the professors interacted with students 
primarily in the classroom setting and they put in extensive 
P^^PS-^irig for and thinking about that interaction. 
Walter Harrington explained: 
One thing I always did in all my teaching, and I 
still do to this day is that I put a tremendous 
amount of preparation into teaching. I have a 
class right now with four students in it. And I 
just finished the other day typing up their excim 
which was three pages long and took me perhaps an 
hour and a half to type. I asked myself, "Why am 
I typing an exam for three or four students?" I 
could have written it and done a sloppy job, but 
that's not my way. I put a lot of preparation in 
and I do a lot of studying. I consult many 
different sources and I try to come up with a good 
presentation .... I am aware of colleagues who 
just put their time in. I don't. I put a lot 
more time in than I have to. . . . I put a good 
40 hours in outside of the time I put in the 
classroom. This weekend I probably put in 25 
hours alone. (April 2, 1990) 
This kind of preparation was not unusual for the other 
•professors. Eve Engels began teaching a new course last 
semester and she was not comfortable with the textbooks she 
reviewed. She is currently writing her own book for the 
course. 
Fred Dalton also puts in much preparation time: 
I don't like to be in a position where a student 
is asking a question that's clearly presented in 
the text, and I'm not familiar with the subject 
matter. So, I feel I have to know the subject 
matter very, very thoroughly. • • • Like today. 
I had to spend a couple of hours this morning 
before I came to school, going over the details. 
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making sure that I have it firmly enough in my 
mina so that I can answer any questions. l like 
to have about twenty times more knowledge in my 
head than what I expect my students to have. 
(April 11, 1990) 
The professors in this study do more than what is asked 
of them. They spend a lot of time reviewing their subject, 
learning new material and new technology. They concentrate 
ori their students, making it a point to quickly learn their 
first and last names. 
Harrington said: 
I like to know them by name. I make a point of 
that. I think the students appreciate that too. 
I think that if you don't know who they are, they 
feel like they're not part of the class. I would 
get that sense anyway. If I were in a class and 
the instructor would say, "John, Jack, Bill, Tim 
and—your name, sir?" I'd feel like why am I 
being singled out? Why am I left out? He doesn't 
like me. (May 16, 1990) 
Teaching methods vary but each professor believes that 
his or her particular method is the best way to involve 
students and motivate them. For example, Harrington tries 
to put mathematics into a meaningful context. He does this 
by drawing from his knowledge of the subject: 
I was at the University of Vermont visiting my 
daughter and while waiting for her to finish her 
class, I sat in the back of a classroom in 
Discrete Mathematics. The instructor was 
introducing what is called Graph Theory. He 
introduced it by saying, "There is a classic 
problem called The Seven Bridges of Koenigsburg." 
He drew a map on the board and he said, "This was 
solved by Oyler and he developed the following 
relationship." When I teach the same thing I say, 
"The Seven Bridges of Koenigsburg. In the 1600s 
there was a town called Koenigsburg and there was 
a river flowing through the town called the Praga 
River. There were two islands in the river and 
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there were seven bridges connecting the two 
islands to each other and to the mainland. The 
students, on a Sunday afternoon (this was a 
University town) used to like to wander across the 
bridges. And the question came, "Would it be 
possible to pass across all seven bridges without 
fitting any bridge twice?" Everybody thought it 
couldn't be done, but nobody could prove it. So a 
letter was sent to Leonard Oyler who, at the time, 
was a mathematician at the court of the EImpress 
Catherine of Russia and was also her lover. Oyler 
proceeded to take the problem and reduced it to 
what is called a network, or a graph and he proved 
it couldn't be done." Now, that was my 
presentation. I think the students appreciated 
the little extra thing about him being the lover 
of the Empress Catherine and the students 
meandering. I mean, bring some color into it. 
(May 16, 1990) 
He often thinks of ways to go beyond just teaching the 
mechanics of mathematics: 
The other day I introduced the Heaviside Step 
function in differential equations. I could say, 
"Here's the Heaviside Step function." [But] I 
like to always add, "It was discovered by a man 
named Oliver Heaviside who was not a 
mathematician, who was a telegrapher for the Great 
Union Pacific Railroad. And in his spare time, 
when he wasn't typing out messages, he sat and 
thought. And one of the things he thought about 
was how to smooth the function and he came up with 
something called the Unit and Step function. And 
we still call it to this day, the Heaviside Unit 
Step function." There again, there is a little 
background, not just a cold-hearted presentation. 
I can do that all day long and I think that's half 
the fun of it. (May 16, 1990) 
Dalton believes that students need to practice solving 
problems to succeed in his chemistry classes: 
I found that the hardest thing is to convince them 
of the need for constant practice. They have to 
take a piece of paper and a pencil and they have 
to write up the problems themselves. They can 
watch me work out complicated problems on the 
board and it looks easy to them until they get 
down and try to do it for themselves. So I have 
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to invent techniques and I have refined these over 
the years, but basically, I have developed 
techniques to encourage them. I would rather use 
the word "encourage" than "force." Encourage them 
to practice frequently. (April 11, 1990) 
One of the techniques that he uses to get students to 
practice is the use of frequent quizzes: 
There is a quiz every week. And they know that. 
It IS made very clear at the beginning. And I 
developed a pattern which has been fairly 
constant for the last fifteen years. I'm doing 
most of my lecturing on Mondays and Wednesdays. 
Then I have the lab experiment on Thursdays, which 
always tries to illustrate what I'm talking about 
in a physical sort of way so they can manipulate 
chemicals and see a little bit more as to what it 
is I am talking about. And then a quiz on Friday. 
And that pattern seems to work out pretty well. 
(April 11, 1990) 
Sharon Ferris employs a teaching method often used in 
early childhood educational centers: 
What you do in early childhood education is you 
let children learn themselves. You set up the 
environment so that children become curious and 
want to learn and want to explore. And you're the 
facilitator. When you see a child become 
interested in something, you go over to that child 
and you work on that. So I thought, now if that 
works for kids, and I know it works well, I need 
to do it with these students. ... I really try 
to make it hands-on because that's what they need. 
The more I can get students involved, the better 
it will be. When I look back on my own courses, 
the ones I liked best were the ones that had some 
hands-on involvement instead of just sitting there 
taking notes. (July 30, 1990) 
Arthur Nelson admittedly over emphasizes humor to 
generate student enthusiasm, particularly in a course like 
accounting which is considered dry: 
It's hard to make it fun for them. But I can. I 
don't know how or why, but I can always come up 
with some kind of joke; something humorous or 
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something to get them thinking about it. Just the 
way I approach the difference between debit and 
• • • When you're following through a 
problem, you get to the end of it, one number is 
supposed to match some other number someplace else 
in [the] formula, . . . if they match, you did 
the whole thing right. And so I'll go through a 
whole problem on the board . . . and then I' 11 
draw a line from the check number to the original 
number that had to match. Then I'll just stand 
there and I'11 look at them and all of a sudden 
they'll be looking at me and I'll just go, "Isn't 
that the most amazing thing you've ever seen? 
Don't you just love this stuff when it works like 
that?" Then all of a sudden they'll start 
laughing because I'm going overboard as far as my 
praise for things working out. But then all of a 
sudden they will start clicking and they'll go, 
"Oh yeah!" That's what's supposed to happen when 
you can see a problem come out. I over emphasize 
it to a point where it becomes funny. All of a 
sudden they will start laughing about how excited 
I got about this thing coming out. This stupid 
problem coming out. I was showing excitement far 
and above and beyond. They get a kick out of 
things like that. A lot of people, they come to 
class . . . late so they don't have to spend the 
whole fifty minutes in there. They'll come ten 
minutes late so they have forty minutes, they're 
packing their books up when there's five minutes 
left in the class. Very rarely do I see that 
happening in my classes. (April 22, 1990) 
Eve Engels uses the first 10 or 15 minutes of every 
class to check in with her students, to get them focused. 
Commenting on this technique, she said: 
I need to know where people are. I need to know 
if someone was absent, you know, what's going on. 
I can get a feel for what's going on. I can tell 
by their voices if they've been sick, or if 
something else is going on, if I need to talk with 
them after class. I also like to do what I call 
"show and tell." I mean, it really is a very much 
adult show and tell. ... I feel that learning 
needs to be beyond the course content, or an 
extension of the course content, and so often I 
take the first five, or even ten, or even fifteen 
minutes of the class to talk about what's going on 
in the world, particularly if it relates to what 
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we are doing in the class, or what we will 
eventually do in the class, or what we did in the 
class a couple of weeks ago. Anything that at all 
relates to Psych or anything that appears in my 
American Psych Bulletins or any of the journals 
that I get, I cover that. ... it makes them 
aware that psych content is not just what's in the 
textbook. What also is important is what is going 
on in the world and particularly as it relates to 
our content, and sometimes even beyond that. Of 
course, there are so many issues that relate to 
our content. (June 11, 1990) 
All of the professors were consistent in their teaching 
methods and they believe that consistency is the most 
important factor in maintaining student trust. 
Dalton is typical: 
I like to be consistent and I like to be 
predictable. And I think that's important to the 
students, most of whom feel kind of overwhelmed 
coming into the course in the first place. They 
have heard of the reputation of chemistry but they 
may or may not have heard of Mr. [Dalton]. But 
many of them come into the course very fearful. I 
make it very clear what they are expected to learn 
and stick very close to that. In fact, the first 
few quizzes, I tell them in class, that at least 
two of the quiz questions . . . are going to come 
from the problem assignment. Maybe with different 
numbers, but they are going to be the same 
questions they saw on the assignment. I do that, 
and then they begin to catch on and say, "Well, 
great. He does what he says he's going to do." I 
think they really like that. Once I establish a 
pattern for doing what I say I aon going to do, I 
think they are more likely to respond and do the 
work that is required. (April 11, 1990) 
These professors do not waste time in the class. They 
stick to the subject without openly rejecting student 
intervention and they rarely use notes while teaching. The 
professors know what they want to do in class but their 
presentations are not planned in neat detail and hardly 
56 
follow some predetermined sequence of events. Bolster 
(1983) referred to this as "situational decision-making." 
is, good teachers not only send cues to generate 
student involvement but they react to the cues they pick up 
from students. Harrington goes to class with a general 
topic he's going to explore and then he just "plays with 
it." How he "plays with it" is partially determined by his 
assessment of the cues he receives from students. 
Dalton knows his material so well that he seldom uses 
his notes: 
I remember an instructor I had in graduate school, 
who was an older man at the time. He was probably 
in his middle sixties. He was a very fine person, 
a scholar. ... He kept his notes on 3 x 5 cards 
and he'd walk into the lecture room and look at 
his 3x5 cards for a moment or so, and then he'd 
put the cards down and he'd talk to us about a lot 
of complicated details in Biochemistry. And it 
was all in his head. He knew the subject matter 
so thoroughly. I was really impressed by that. 
And I try to do that as much as I can. Sometimes, 
if I have a lot of numbers, I want to make sure I 
get all of them straight because there is always a 
bright student who will say, "Oh, Mr. Dalton, you 
subtracted 5 from 7 and you got 3." So I like to 
be careful not to make careless mistakes. 
(April 11, 1990) 
Most of the professors are not embarrassed if they make 
a mistake or misquote something in front of the class. 
Harrington said: 
I always tell the students . . .I'm not afraid if 
you found an error. I had one student who got the 
Mathematics Award this year. . . . He is my 
watchdog. He'll sit there in class and if he 
spots an error, he'll point it out immediately so 
I won't go on and compound the error. In fact, in 
my letter to him at the awards assembly, I said I 
appreciated him being my watchdog. I usually 
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attribute all my mistakes to my bifocals and 
ignore the fact there is brain cell decay taking 
place. But, thank God for him. ... I'm not 
insulted by students pointing out an error or even 
seeing a better way. Yesterday in class I did a 
problem on the board and a girl said, "I did that 
in nine steps and you took twelve." I said 
"Great! Fantastic. All the better." You know, 
I m not intimidated by the fact that you did it in 
a more elegant way than I did it. I got there; 
and you got there. (May 16, 1990) 
Arthur Nelson handled a similar situation lightly: 
If I fail to cover something that I said was going 
to be on a test or whatever it might have been, 
they will crack a joke about it. They feel 
comfortable saying these sorts of things. . . . 
If they pick out something really stupid that I'm 
doing. I'll laugh harder than they will at it. 
They keep me on my toes all the time. 
(April 22, 1990) 
These professors avoid creating an image of 
infallibility. Harrington commented: 
I learned from a high school [geometry] teacher I 
had that the one thing you never do, never, is 
bluff. I know someone who would make errors, and 
rather than admit the errors, or allow any student 
to correct them, he would try to whitewash and go 
on and bluff and he would just get himself in 
deeper and deeper. I wouldn't do that because I 
know, somewhere in that classroom, there is at 
least one student who knows I'm bluffing and 
already, he has lost respect for me. So, if I 
make an error, I make an error, big deal! I turn 
around and say, "Ok. Who can find it?" And they 
have more fun finding it. And maybe partly they 
feel "We've out done him," and if they feel that 
way, great. But I think, in most cases, they 
respect the fact that you acknowledge that you are 
human and fallible. After all, that is part of 
the game, too. You are a teacher. "By your 
students, you'll be taught." I think that's quite 
^ I've learned a hell of a lot more teaching 
than I ever did taking the courses. (May 16, 1990) 
Extra time and careful thought is put into determining 
a student’s final grade. Both quantitative and qualitative 
58 
approaches are used. Harrington explained his system: 
I grade on a point system where there are so many 
points possible on a given quiz or exam and the 
students accrue a number of points. I do this so 
that at any point in the semester, they ought to 
be able to figure out what their grade is. . . . 
In fact, I tell every one of my classes, "You will 
always know what your grade is." One question 
that doesn't belong between a teacher and a 
student (as well as two people in the bedroom) is, 
"How am I doing?" You tell me how you are doing. 
Something is very wrong when a student has to go 
to an instructor and say, "How am I doing in this 
course?" (May 16, 1990) 
On the qualitative side of the evaluation system, he 
pointed out: 
When I'm sitting down and looking at the points 
accrued, I tend to think in terms of, "Has this 
student been there every single class?" Has he 
really put in a hell of a lot of effort that maybe 
is not reflected necessarily in the grades here? 
Has he really honestly and seriously taken the 
course to heart?" And that might adjust my 
thinking to an extent. I don't mean it can knock 
him up three grades. . . . Some students carry 
all A grades and suddenly flunk a particular quiz 
or something of the sort. I tend to think in 
terms of, maybe this is a fluke; maybe this 
doesn't belong there. And I adjust accordingly. 
(May 16, 1990) 
This is a common technique. Engels gives her students 
the chance to re-do quizzes over and over, and she asks for 
volunteer tutors to help other students. 
Dalton has the most elaborate grading system. Every 
week his students are quizzed and they also take three or 
four examinations during the semester: 
I think the best way to convince students that it 
is worth learning is to make it worth points and 
make it worth the grade. I think a lot of 
students, at least the kind of students I see 
here, are very grade conscious. And it has to be 
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in that context, or the vast majority of them are 
not really going to put in the effort as 
necessary. And that is why I give quizzes every 
week. They are worth a lot of points. That to me 
IS the motivating factor that works best'-grades 
and points.^ Whether it should be that way or not, 
^ irrelevant. A lot of people say it 
shouldn't be that way. Well, the fact is, I think 
that way and I think you have to work within 
the context that it is rather than what should be. 
And I think that is part of effective teaching. 
is figuring out ... what your students 
consider important enough so that they are willing 
to put in a lot of tedious effort to learn your 
subject. Some subjects are interesting enough 
inherently so that that is not a problem. But 
chemistry isn't that way. (April 11, 1990) 
For Engels and Harrington, determining a student's 
grade is one of the hardest parts of the job. One sensitive 
case came up during an interview with Harrington: 
In the time of the Vietnam war, you were making 
real big decisions. If a student was flunked out, 
he is suddenly available and your conscience took 
over. You tried to do the best you could. I had 
a student who, on the last exam of the semester in 
summer school, turned in a blank exam with a note 
at the bottom telling me he was going to Vietnam 
and, in all likelihood, he'd be a statistic and he 
went on to explain at great length, that he 
suddenly could not see the course in perspective 
and all he was thinking about was impending doom. 
He had passed out of the room at the time, so I 
hadn't seen this until later, otherwise I would 
have talked to him. He got a D out of it and he 
was, in fact, killed in Vietnam. That had a real 
effect on me. I thought for a moment that I could 
have been a party to his impending demise. 
(May 16, 1990) 
Question Two. What kind of a relationship with 
students does a teacher prefer? 
It was clear from studying these professors that all of 
them want to be involved with their students and that they 
60 
all try hard to help them succeed. Some professors are more 
formal than others when relating to students in and out of 
the classroom. Three of the professors (Harrington, Ferris 
and Nelson) prefer to have students call them by their first 
names. Harrington commented: 
My students call me Walt. I wear jeans. I feel 
like I'm just one of them on the other side of the 
desk. It's a very comfortable feeling. I prefer 
they relate to me as a person, but with an 
awareness that I am the teacher. ... I'm not 
worried about walking down the corridor and having 
somebody wonder if I'm a teacher or a student. I 
have grey hairs which identify me as probably 
faculty. I fraternize with students to an extent. 
I've gone out with students for a few beers; I've 
gone to a couple of parties where students have 
been present, that sort of thing. (May 16, 1990) 
Two professors prefer to be addressed more formally. 
Dalton has the most formal arrangement: 
I don't like to have too warm a relationship with 
students. I like to be friendly, but I insist 
they call me Mr. Dalton. Once in a while, an 
older student especially, after three or four 
months, will come into my office and say, "Fred, . 
. ." And I say, "Excuse me. As long as you're my 
student, I prefer you call me Mr. Dalton." 
(April 11, 1990) 
On the other hand. Nelson has the most informal 
relationship, characterizing his students as "friends": 
It [is] more like they [are] my friends than my 
students. ... If students feel comfortable 
being able to come to me and talk to me about any 
problem they might have, that's a major part about 
what a friend is I think. The other part of what 
I think a friend is being able to joke together 
and have a good time. (April 24, 1990) 
When a student's difficulty stems from problems of a 
personal nature, these professors are quick to refer that 
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student to a counseling center. Engels, who teaches 
psychology courses, strives to keep teaching and student 
counseling separate. She tells how she handled this kind of 
situation: 
I will talk to any student for one office 
appointment, if it needs more than that they need 
a referral. That's my rule of thumb. I will not 
do more than one because then you're getting into 
counseling, then you're getting into therapy and 
that's more than advisement and your role as a 
teacher. You can't be more than one thing. You 
can only have one role in that student's life and 
that's their teacher. If they need a counselor or 
therapist then you need to make that referral. 
Quite often they do. We have some troubled 
people. (June 11, 1990) 
She described one referral: 
I referred [one female student] to the counseling 
center. At the end of the semester she was 
moving. She asked me if I knew someone in the 
community where she was moving and I didn't feel 
comfortable making a referral. I referred her to 
several counseling centers but I didn't feel 
comfortable. I got a note from her saying nothing 
worked out and could she see me and I have not 
followed up on that because I really don't feel 
that that is my role. I need to send her a note 
and tell her that. (June 11, 1990) 
Except for Nelson, these faculty keep their 
relationships with students within the academic, college 
context. It is in this context that they feel the most 
comfortable and helpful to students. 
Ferris remarked: 
I do get involved with each of my students in 
terms of their learning. I'll look at the whole 
person. I try to pick them up. I try to make 
them see things positively and I try to help them 
challenge themselves, not to look for the easy way 
out. I have one girl who does very well but she 
always will take the shortest route, the easiest 
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way. My goal for her next year, and I told her 
this, is to challenge her to take a little more 
time and to think a little harder about things. 
(July 30, 1990) 
Most faculty make it a practice to check in with their 
students at the beginning or end of class. They do this to 
take a reading on what might be going on with a particular 
student. Ferris was constantly checking in with students: 
I try hard to do that and I try to model that 
because that's what they need to do as teachers 
with the kids that they are working with. A lot 
of my strategies that I use with this particular 
group is exactly that; checking in because, in any 
given day, a teacher has to check in a number of 
times with each and every child. (July 30, 1990) 
Engels was sensitive to her student's attitudes; 
I need to know where people are; I need to know if 
someone was absent; you know, what's going on. I 
can get a feel for what's going on. I can tell by 
their voices if they've been sick, or if something 
else is going on; if I need to talk with them 
after class. (June 11, 1990) 
Being accessible to students is another important 
consideration for these faculty. All of them encouraged 
students to seek them out in their offices or call them at 
home. They didn't rush out of the classroom once the 
session was over and it was common to see students talking 
with their teachers before and after each class session. 
The importance of being accessible to students was brought 
out in one of Dalton's interviews; 
I try to be [accessible]. I think that's 
important. And I hear a lot of students, after 
they transfer, say they never see their 
instructors. Most places are not like Atlantic 
Community College. Instructors are accessible. 
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and I make it a special point to be as 
as I can. (April 11, 1990) accessible 
But each faculty member gets particularly upset with 
students who appear not to care about their education. 
Harrington was forceful on this point: 
They re there; they're bumps on a log; they want 
input and they’ll give you output and hope that 
the output is what you're looking for. I think 
that's frustrating sometimes, trying to reach 
them, trying to make them see that learning is a 
real joy, it's fun. One of the reasons in my 
classroom I try to have some fun while I'm 
teaching is so that it's not a drudgery, that 
there is some joy to be found in learning. 
There's so much out there to know and so little 
time to know it and sometimes it's frustrating to 
reach some of these people. I think it's also 
frustrating ... to see some of the attitudes 
toward college classroom work. The student who is 
constantly absent, comes in and out. I had a 
student the other day who walked into my classroom 
and said,"Mr. Harrington?" "Yes." "I'm so and so, 
I'm in your Logic class." I said,"I don't even 
recognize you." He said, "Well I haven't been 
here since early March. What can I do?" I said, 
"Pray!" (May 16, 1990) 
Some faculty prefer smaller classes so they can 
interact with students more often. Harrington said: 
The one big difference in a class of four is 
there's a great deal more interaction. You know, 
questions and answers; people spontaneously making 
comments and remarks. Or, my sitting down and 
saying, "Bill, how would you tackle it?" This 
sort of thing. Whereas in a class of 25, you can 
elicit so many questions and you sort of have to 
put a dcimper on it at some point, because you 
don't give new material. And the more students, 
the more questions and the more questions take up 
more time, although you want to respond. 
(May 16, 1990) 
All of the faculty members pride themselves on being 
fair with students. Being fair means being consistent and 
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treating all students the same with respect to grading, if 
a professor said he or she was going to do something, they 
followed through. 
According to Dalton: 
You can be very challenging and difficult and 
still be fair. You can say, this is what you're 
supposed to know and when you get the quiz, those 
are the questions on the quiz. (April 11, 1990) 
Intimidation and threats were not used. Even though 
some of the professors preferred to have a more formal 
relationship with students, they tried to put them at ease. 
Dalton, the most formal of the group, saw it this way: 
I think there is quite a difference between a 
person being intimidating and being formal. I am 
old fashioned enough to want a certain level of 
formality but I am certainly going to be friendly 
and go out of my way not to be intimidating. 
Being intimidating, for one thing, is one way of 
covering up a certain amount of insecurity. . . . 
I make a special point of never acknowledging a 
question as being dumb. I say, "well, that's a 
good point," or "Perhaps you should consider 
looking at this." I try not to embarrass them, 
because it is very easy to embarrass a chemistry 
student. (April 11, 1990) 
Not all of the professors wanted to be considered by 
their students as "the expert" in the field. Nelson said: 
Compared to them I'm quite knowledgeable. On the 
grand scale of things I'm just an average schmo 
when it comes right down to it because I can keep 
a little bit ahead. I do extra readings that they 
don't, so I can draw from different areas and 
actual experience. But I wouldn't call myself an 
expert by any stretch, I just know a little more 
than they do. Maybe that's one of the other 
things that keeps me closer to them because I know 
that too. (April 22, 1990) 
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On the contrary, Dalton has always worked extremely 
hard at being the expert: 
I've always been the expert ever since I was real 
small. Everybody came to me for advice about 
things ever since I was about eight or ten years 
expert on all kinds of stuff. And 
that s been featured all along. As I mentioned 
earlier, I've always had a great need to be in 
control of things and being an expert is one way. 
And I particulary like the idea of being an expert 
in a difficult field that people don't understand 
too well. That's continued right to this day. I 
enjoy being the resident chemistry expert here. I 
get a big kick out of people coming to me for 
chemistry. (March 14, 1990) 
The faculty see themselves as professional educators 
who attempt to motivate students to learn and make something 
special out of their lives. Nelson remarked: 
I think more than the material that I teach in the 
classroom, I want to teach them somewhat of a 
philosophy on life. ... I want them to leave 
here motivated to make themselves better, to go 
someplace in life, to know that they have a 
potential to end up good; to be well off . . . and 
able to make something of themselves. A lot of 
them don' t even know that they can do that yet. 
They are not even sure why they are here. Many of 
them have been failures at everything else that 
they have tried and so if they can see success in 
some small shape or form ... I think in the long 
run that is going to help them be better persons. 
I want them to have ... a philosophy on life 
that, in addition to being positive about 
themselves, they will not take advantage of 
situations around them. (April 22, 1990) 
Ferris had a similar comment: 
I think my real philosophy as a teacher is that 
you really need to teach and help people go from 
one place to another ... .1 think everybody 
has to have the chance to learn and to achieve. 
It's one thing that I try to do through my 
teaching which goes back to self-esteem. It's 
building self-esteem and making them feel good 
about what they are learning. (July 30, 1990) 
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The faculty enjoy seeing students change. According to 
Engels: 
[Students] see things about themselves when they 
finish a Psych class that they didn't see before. 
They see potential and I think it's exciting. 
It's exciting to see that. (June 11, 1990) 
Dalton commented: 
I very much like the idea of getting people 
excited about a difficult subject and then having 
them go off and really do something great with it, 
and feeling fulfilled themselves. (April 11, 1990) 
He remembered when a student returned to the college 
just to thank him: 
He was one of my first students. He had a real 
struggle with chemistry. He worked very hard and 
managed to get A's. . . . He came back ten or 
fifteen years ago and told me about his success. 
He said he never really remembered much chemistry 
but he liked the way I approached learning and he 
felt he gained a great deal from my courses and 
being exposed to me, as a teacher, and not 
specifically the subject matter. That's very 
gratifying. (April 11, 1990) 
Harrington remarked: 
I said to my wife the other day, "There is 
something rewarding about graduation day when one 
student will come up and shake your hand and say 
'thanks'." It sort of makes the whole year worth 
it. You go away with a good feeling in your heart 
that you've done something right. . . . That 
makes the whole job rewarding. (May 16, 1990). 
Question Three. Do faculty develop a different 
relationship with students in class as opposed to outside of 
class? 
With the exception of Engels and Ferris, the faculty 
interacted with students mainly in the classroom. They all 
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hold office hours but many students do not meet with faculty 
in the office setting. Engels makes a determined effort to 
meet separately with her advisees (a list of students 
allocated to a professor for academic advisement). Ferris, 
on the other hand, sees all of her advisees during class. 
Students are required to obtain their advisor’s 
si9ri3.ture on pre-registration forms before they can register 
for the following semester. All faculty members at the 
college act as academic advisors to students. Faculty who 
teach in the "career" component of the college (Ferris for 
example) usually have their own prograon students on their 
advisee lists and classroom rosters. These faculty have 
more interaction with advisees. The liberal arts faculty, 
however, frequently have advisees who have never taken any 
of their classes. Some faculty are more concerned than 
others about their advising role and they are also more 
comfortable in the role. Engels commented; 
I take this [role] very seriously. I am sure they 
would tell you this. You can ask any of my 
advisees that I follow everything they do. They 
have to come and see me. I tell them that if they 
have a small problem, before it becomes a large 
problem, I want to know about it. I need to know 
about it right away, and I do hear about it quite 
quickly and they usually can correct whatever the 
problem is. (June 11, 1990) 
Ferris, whose advisees are also her program students, 
is another active advisor; 
I think that I'm a fairly decent advisor. My 
heart is not always in it because there never 
seems to be enough time. I think that I meet with 
my students all the way along. There's a lot of 
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activity in my office so I can give moral support 
to people. . . . This goes along with teaching. 
I think It's hard to separate them. When I think 
of advising, it's strictly helping them pick their 
courses. I hate that part of it. I find that 
that s the only place where I'm willing to do it 
for them rather than them doing it. I just sort 
of say,"Come in, let's look at this. O. K. this is 
what you need to take." Cut and dried. Then when 
we get down to the last semester when my students 
have a lot of opportunities to go out and dabble 
in terms of taking other courses I'11 take more 
time with them and really talk about what they are 
interested in. (July 30, 1990) 
On the other hand, some faculty share Harrington's 
discomfort and frustration with the role of advisor: 
I had a student the other day who Ceune in and he 
said, "You're my advisor." I said, "Ok. What are 
you thinking about taking next semester?" He 
said, "I really don't know." I said, "What are 
your plans? Where would you like to go?" He 
says, "I don't know. What would you advise?" I 
said, "Any school in mind? What about career 
goals?" "I'm not really sure. What would you 
advise?" I said, "I am an advisor, but not to 
that extent. Here, unlike my teaching, I'm a 
little bit more of a mechanic. I don't like to 
deal with personal problems, either. I usually 
refer them right to a counselor. If someone comes 
in and says, "I didn't do too well because I'm 
going through a divorce," I say, "Stop right 
there. I don't want to know about your divorce, 
or your children's problems." (May 16, 1990) 
Faculty talked about their reluctance to be cast in the 
role of therapist. It is very clear with these faculty that 
their role at the college is that of teacher. Most of them 
do not want to know too much about their students' personal 
lives. Ferris said: 
I want to be a friend and I want to be an advisor 
[but] I don't really want to know about their 
personal lives. (May 18, 1990) 
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Nelson also draws the line at the role of therapist; 
There was one kid that I had as a student [and] he 
was all screwed up on drugs ... and he was also 
under medication from a doctor to keep his 
h^eractivity down. . . . Male teachers were 
threatened bodily by this guy. For some reason he 
hooked on to me and thought I was the biggest 
thing since apple pie. He'd always come in and 
he d say, " i don't know what the hell I'm going 
to do, I'm all screwed up." l was able to build 
up some rapport with this kid who was probably one 
of the worst students that Ccune through here. 
He d come to me to ask for help all the time and 
I'd guide him and get him talking to people. . . . 
[But] I'm not trained to go digging any deeper 
than that. I wouldn't want to take the chance of 
screwing up the guy even worse. . . . You know he 
ended up finally getting some help [and he 
graduated] from here although there's a lot of 
people that didn't believe it. It happened. He 
got off drugs and he started doing the medication 
he was supposed to. (April 22, 1990) 
Other outside interaction occurs in the corridors 
between classes. This appears to be the main place for 
impromptu student-facuity conversation. Harrington related 
a typical story; 
I do more advising in the corridors than I do in a 
formal setting. ... A student the other day 
came to me and wanted to know about taking Linear 
Algebra at his transfer institution. We spent 15 
minutes discussing the merits of taking it or not 
taking it and how it would fit in his program; 
does he really need it; would it be an effective 
course. He's not my advisee, but that kind of 
thing I can do. (May 16, 1990) 
Question Four. How do faculty perceive community 
college students? 
These faculty recognize that the typical community 
college student is one who, in many cases, needs remedial 
academic attention and is held back by low self-esteem. 
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Mixed in are the really bright students who lack the 
financial resources to attend an expensive four year college 
or university. Engels spoke about the problem of low self¬ 
esteem: 
Their level of aspiration is so low. In fact, the 
^^^st research project that I did for my graduate 
work . . . was to measure the level of aspiration 
of incoming community college students, and then 
measure the level of aspiration after one year. I 
did a longitudinal study again after two years. I 
was astounded at the level of aspiration. I mean, 
they were just hoping they could get through the 
first semester. They've all got problems. . . . 
The level of aspiration was incredibly low. I 
also did a multi-factorial study. I wanted to 
look at what were the influences on their level of 
aspiration. Of course, socio-economic level was a 
big one. Mother and father (particularly fathers 
and daughters) were factors. But what amazed me 
was how low the level of aspiration was, simply 
because they couldn't see themselves beyond that. 
And, you know, if they can graduate from a two- 
year college, they would be thrilled. And very 
soon, after they are there, they begin to realize 
they have some potential. After the first year 
their level of aspiration goes way up. And then, 
after the second year, it goes up some more. 
(June 11, 1990) 
Ferris also talked about the problem of student low 
self-esteem: 
I think sometimes that's why I can really clue 
into ray students because so many of them suffer 
from low self-esteem. You know they'll say, "Gee, 
I've never done this well before." I can say, 
"Yes, I've been there and I know how it feels when 
something clicks." I think that, in terms of my 
education, that's really what happened. All of a 
sudden something just clicked and it seemed right 
and I went with it. (July 30, 1990) 
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Like Ferris, who credits her own higher education for 
improving her self-esteem. Nelson had similar 
experiences 
5 similarity that I see between 
myself and the students that I get here. It's 
easy for me to empathize with these kids. . . . 
They are not even sure why they are here. . . . 
Many of them have been failures at everything else 
that they have tried. ... i believe that every 
one of these people in every one of my classes, 
except for a very few exceptions over the years, 
have all got the potential to go someplace and be 
something special. (April 22, 1990) 
Engels concurred: 
They see things about themselves when they finish 
a Psych class that they didn't see before. They 
see potential and I think it's exciting. It's 
exciting to see that. . . . i think what I try to 
do is try to show them what they can do. 
(June 11, 1990) 
These faculty work hard at getting their students to 
succeed. They get involved with their students and they 
carefully design their courses to make success attainable. 
Engels pushes her students to high levels, beyond simply 
passing the course: 
I feel that success breeds success. So my goal 
for each student is either an A or a B. And I 
find a way to make that happen. You can repeat 
every quiz. I've got four and five versions of 
every one of them. You can repeat them as long as 
you want and get as high a grade as you want. But 
you have to earn it. They start doing well. 
(June 11, 1990) 
Question Five. What are the views of faculty toward 
teaching at the community college level? 
This group of faculty take great pride in the role of 
community college teacher. For many of them it is a "dream 
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come true." They thoroughly enjoy the classroom experience 
and their relationships with students. They believe in the 
open admissions concept of the college and they like to 
think that they have helped a lot of people to succeed in 
life. 
AH of them talked about how much freedom they have at 
the college. They can teach their courses the way they want 
to, develop curriculum or get involved with other faculty on 
projects. Engels has been particularly active: 
I've been [here] for twenty years. Now, why have 
I been [here] for twenty years? I would have 
thought that perhaps I would have gotten bored 
long before this, but the reason I've never been 
bored is because I've been able to do so many 
things at the college. Now I'm very involved in 
the Honors Program. (June 12, 1990) 
They enjoy the autonomy they have at the college. 
Dalton said; 
All the time I've been here I've had the 
flexibility to do things exactly the way I wanted. 
That's been nice. Basically, everything I've 
wanted, I've got. My lab, this office. This is 
exactly the way I designed it. (April 11, 1990) 
The challenge, the personal freedom in the classroom 
and the sense of fulfillment has kept these faculty members 
excited and interested. Many are motivated by their 
students. According to Engels; 
It's so exciting for me to get them interested and 
get them stimulated and get their reactions and 
get their ideas. Each class brings something else 
into my life and also, helps me with my own 
thinking, my own philosophy, my own ideas and 
attitudes about particular things that are 
happening. (June 11, 1990) 
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Nelson described his position at the college as 
"fulfilling a dream that I never thought I'd have a chance 
at." Dalton believes that he was brought to Atlantic 
Community College for a preordained purpose and that he is 
the process of fulfilling that purpose: 
[It's] a place where I can use my talents and 
leave the world a better place than when I came 
into It. (April 11, 1990) 
There were very few complaints about teaching in a 
community college; however, Harrington expressed some 
concern over unionization and the multi-campus locations: 
I think we have suffered a great deal from being a 
fractured campus. ... We tend to do less 
communicating, less socializing. In [the early] 
days there was always a Christmas party and there 
were faculty parties and also get-togethers and 
everybody came and we all had a grand time. We 
were socially interactive in addition to being 
professionally interactive. Now you just can't 
get people together. We've become less collegiate 
and a lot of it is just the fractured campus 
situation. I think that has hurt us. 
(May 16, 1990) 
He added: 
I think unionization has hurt us. . . . [It] has 
brought about a feeling of each man for his own. 
Anti-administration . . . pervades everybody's 
daily living. Nobody wants to go to a party 
because [the other side] might be there. I look 
at it from a practical point of view. We probably 
wouldn't be financially where we are without the 
union. At the same time, I think unionization has 
created an us/them situation. (May 16, 1990) 
These were the only critical comments concerning the 
college. 
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Summary 
It was clear that all of the faculty interviewed 
genuinely celebrated the role of community college teacher 
and they worked hard at forming meaningful academic 
relationships with their students. These faculty teach more 
than just chemistry, business, mathematics, psychology or 
©srly childhood education. Ferris sees her work as 
"improving her students self-esteem." Dalton believes that 
he is encouraging students to "do something special with 
their lives." Nelson wants his students to be "successful" 
and Engels wants to "raise her students levels of 
aspiration." They all recognize that they can have a 
significant influence on their students. 
Relevance to Literature 
Drawing on years of research on higher education, 
students and faculty, Chickering and Gamson (1987, p.2) have 
found that there are seven characteristics of the effective 
teacher: 
1. Encourages frequent faculty-student contact. 
2. Develops reciprocity and cooperation among 
students. 
3. Uses active learning techniques, has students talk 
and write about what they learn, and relates it to their 
background and daily lives. 
4. Gives feedback promptly. 
5. Emphasizes time spent in class on particular tasks 
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6. Cornmunicates high expectations. 
7. Respects diverse talents and ways of learning. 
A presentation of the faculty with respect to how they 
incorporate these seven characteristics follows. 
Frequent Faculty-Student Contact. All of the faculty 
in this study have frequent contact with their students. If 
a student suddenly stops coming to class, it is not unusual 
for a faculty member to call that student at home. It is 
very important for these faculty to get to know their 
students and they use different techniques. Some spend a 
little time in each class checking in with their students. 
Ferris, for example, has some individual contact with each 
student before her class ends. Engels often has students 
writing about current local or world events for the first 15 
minutes of class and then she'll read those papers and make 
comments to each student. Harrington is fortunate in that 
his classes are small and he finds that he can maintain 
meaningful student relationships in the classroom throughout 
the semester. Nelson has his students write an essay on 
where they want to be in five years, thereby getting to know 
something about their levels of aspiration and their 
personal goals. All of these professors know something more 
about their students than just their names. 
Develops Reciprocity and Cooperation. All of the 
professors in the study encouraged their students to form 
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study groups, or in some cases, support groups, such as the 
ones Engels has been involved with: 
I l^ave all kinds of support groups ... at the 
college. We had support groups for women who were 
recently back to college. (June 11, 1990) 
Sometimes she forms these groups as part of her course 
and other times, students have asked her to form them: 
They have asked me to do it or a student said, 
"You know, we really need a support group for 
that." "Well, make that your term project." 
(June 11, 1990) 
Engels also asks students to take notes for students 
who had to be absent. 
Ferris travels to her students' field work settings and 
video tapes each student on the job. These video tapes are 
then viewed by the whole class group and each student offers 
comments. 
Dalton and Harrington also encourage their students to 
form support and study groups for their courses. According 
to Harrington, it is not unusual for all of his students to 
meet at someone's house during the evening to prepare for 
examinations or just to talk. 
For Nelson, getting students to cooperate and help one 
another is one of his goals as a teacher: 
I think more than the material that I teach in the 
classroom, I want to teach them somewhat of a 
philosophy on life. I feel very comfortable in a 
lot of my classes if I don't get to cover a lot of 
the material that I had hoped that I was going to 
cover. That really doesn't bother me as much as 
if that they leave that room without a little bit 
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of an understanding of how to treat other people 
of Atlantic Community College (April 22, 1990) ^ 
Uses Active Learning Techniques. Whatever technique a 
professor uses, the intent is to get students actively 
involved in the subject matter. For Ferris, a "hands-on" 
seminar is effective; students are constantly designing 
activities for infants and toddlers. Dalton's 
students are frequently working out chemistry problems in 
class and once a week he works with his students in the 
laboratory. Nelson's students have no difficulty talking 
about their life experiences in class and what they want to 
achieve in the future. Engels begins all of her classes by 
asking students to discuss something that may be happening 
in the world that relates to the subject of psychology. 
These professors want their students to be active and they 
want to relate to students in some meaningful and 
interesting way. 
Gives Feedback Promptly. All of the professors gave 
students frequent opportunities to perform and have that 
performance evaluated. Both Dalton and Harrington give 
frequent quizzes and examinations. Ferris has her students 
0valuating themselves at the end of a single class session. 
Engels has her students keep journals in her class in 
addition to taking examinations. These instructors believe 
that students need to practice frequently to master the 
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subject matter. They all return their evaluations to the 
students promptly. 
Emphasizes Time on Particular Tasks. The professors in 
this study are very organized and they know what they have 
to do in class. Dalton believes that he has to demonstrate, 
as a role model, how one manages time with a particular 
task: 
I've had enough instructors who have a great deal 
of enthusiasm about their subject, which I think 
is very important, but to carry that enthusiasm 
over and just run overtime [is not] professional. 
I think we're being paid for doing a job and I 
think it's our responsibility, especially in a 
highly structured course like mine, to try to 
stick within some sort of an organized freunework. 
(April 11, 1990) 
In addition to being organized, their class 
presentations are very clear. They are keenly aware of the 
time they have to cover material and they rarely wander from 
the topic. They stay right on course, always acknowledging 
student comments, never appearing lost or unsure of what to 
do. Ferris, who often has her students working in groups, 
is constantly checking in, reminding each group of their 
task and the time remaining to complete it. 
Communicates High Expectations. These professors have 
high standards for their students and they are willing to 
take the time to help students meet those standards. Part 
of the problem is dealing with a student's "low aspiration.' 
Most professors design their courses so students can at 
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first succeed and then they challenge that student to do 
even better. They use different techniques, but developing 
a rigid examination system seems to work well. Dalton said: 
I think you have to be interested in trying to 
convince students that it's worth learning. And 
that s the biggest challenge. You have to . . . 
convince the students that it is worth learning. 
I think a lot of people, even after many years of 
teaching, are very idealistic about how you do 
that. I probably sound overly cynical, but I 
think the best way to convince students that it is 
worth learning is to make it worth points and make 
it worth the grade. I think a lot of students, at 
least the kind of students I see here, are very 
grade conscious. And it has to be in that 
context, or the vast majority of them are not 
really going to put in the effort as necessary. 
And that is why I give quizzes every week. 
(April 11, 1990) 
Nelson and Ferris talked about how they overcame 
problems of low self-esteem. Thinking back on his 
experiences as an elementary school student. Nelson said 
that "failures were the only things that stuck out in my 
mind." He remembered what it was like not to be 
academically successful in school and he is constantly 
encouraging his students to think positively about their 
future and to work hard to achieve their goals. 
Ferris credits her education for helping her overcome 
problems of low self-esteem and sees her job at the college 
as "teaching and helping people go from one place to another 
place." She said: 
I don't think our primary mission is to flunk 
people or weed out the bad ones. I think 
0verybody has to have the chance to learn and to 
achieve. It's one thing that I try to do through 
my teaching which goes back to self-esteem. It s 
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building self-esteem and making them feel good 
about what they are learning and making them feel 
like active learners. (July 30, 1990) 
Engels has seen impressive results with students in the 
Honors Progrcim: 
This Honors Program has been wonderful because so 
many of them are able to do it. So many of them 
get into Phi Beta Kappa. People never realized 
they could do this. Now, the Honors Program 
really isn t that difficult. I mean, many of our 
students could do it. But none of them think they 
can until you show them. These students go on and 
they do very well and they love it. And that 
program immediately raises their level of 
aspiration. (June 11, 1990) 
Respects Diverse Talents and Wavs of Learning. All of 
the professors key in on their students, never forcing the 
student into a rote system. They are always monitoring 
student behaviors in class. If some students appear to be 
not listening, they can draw on many techniques to bring 
them into the discussion. They never humiliate or embarrass 
students. 
Ferris uses a wide variety of learning techniques. She 
is comfortable in the role of lecturer but she also believe^ 
that the lecture format is not the best way for her students 
to learn. Her students are video taped while working at a 
supervised field placement; they do a lot of group learning 
activities in class and they are involved in designing 
curricula and activities for infants and toddlers. Ferris 
referred to this type of learning as "hands-on." 
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Engels uses several different learning techniques. 
She'll have her students maintain journals, or take some 
class time for "free writes" to stimulate their thoughts: 
In some classes, I actually have them do reaction 
papers or, in the first ten minutes, just some 
free writes, because I really think that's the 
best way to get them to think about what's going 
on and also, to keep them writing, which improves 
their writing skills. (June 11, 1990) 
She often works with an overhead projector while 
teaching because she believes that many students need to not 
only listen to what she is saying but also see it, if 
possible: 
Our students need what I call a multi-sensory 
approach. They have to hear me but most of them 
are visual learners, they have to see it. 
(June 11, 1990) 
All of the professors spend time either talking to 
students in class, demonstrating how to solve various 
mathematical or chemistry problems or have students work in 
groups. Even while lecturing, these professors try to 
relate the material to students in some meaningful way. For 
Harrington, it's putting math in an historical or 
contemporary context. For Dalton, it is trying to show how 
chemistry can be used to help humanity, to see its practical 
applications. 
Conclusion 
The presentation of the findings was organized around 
the research questions and the findings were compared with 
the research literature. Whenever possible, direct 
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quotations were used to recreate an insider’s perspective on 
the subjects being discussed. 
The next chapter will explore the perspectives of the 
faculty and isolate common distinguishing characteristics of 
the group. 
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CHAPTER 5 
INTERPRETATION AND SYNTHESIS: CLASS PORTRAIT 
Introduction 
This chapter surnmarizes and concludes the research 
findings and presents interpretations with respect to the 
perspectives these college professors have toward their 
teaching and their students. 
Summary of the Research Findings 
The guiding question for this study was; In 
interactions with students, what distinguishes particular 
faculty in the community college context as effective 
teachers? With few exceptions, these professors; 
1. Had a strong command and organization of their 
subject. 
2. Were enthusiastic about their discipline and class 
presentations. 
3. Were approachable and friendly with students. 
4. Could motivate students to form goals and succeed 
academically. 
5. Spent a considerable amount of time in preparing 
course presentations. 
6. Were talented in clarifying difficult subject 
matter. 
7. Were accessible to students outside of class. 
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8. Evaluated their students frequently and always let 
them know where they stood with respect to academic 
performance. 
9. Had a strong sense of commitment and dedication to 
community college teaching. 
10. Understood that many community college students 
came from troubled family experiences and lacked academic 
skills. 
11. Were able to convey a strong sense of presence in 
the classroom to elicit student attention and stimulate 
student emotions. 
12. Never embarrassed or berated students. 
13. Encouraged student participation. 
14. Saw themselves as student-centered teachers. 
Interpretations 
These findings are consistent with the research on 
effective teaching. But there is more to this group of 
faculty than the above list of attributes which helps 
explain their effectiveness. I have found "hidden 
characteristics" of effective community college teachers 
which have not been previously reported in the research 
literature. 
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Hidden Characteristirs 
In addition to the list of attributes presented in the 
first section of this chapter, these faculty members: 
1. Overcame childhood experiences of hardship and 
became attracted to the helping professions. 
2. Were inspired by past teachers. 
3. Have a distinct identity as teacher/messiah. 
4. Need students as much, if not more, than their 
students need them. 
These characteristics have not been reported in the 
research literature. Each of these characteristics will be 
discussed in turn. Wherever possible, direct faculty quotes 
are used to give the reader a portrait of faculty 
experiences and perspectives. The discussion of these 
hidden characteristics is grouped under the following 
subheadings: childhood biography, school biography, the 
profession and the need for an audience. 
Childhood Biography: From Hardship to Helping 
All of the faculty in this study previously experienced 
either academic failure, family problems, low self-esteem or 
the sense that their lives were going nowhere. They all 
overcame these barriers. 
Fred Dalton grew up on a farm in western Massachusetts 
where his daily chores competed with his time to play with 
the few other kids in the valley. Fred was a highly gifted 
student. With little effort he outscored most of his 
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classmates. At an early age he planned to achieve a Ph.D. 
in chemistry, marry, have two children and live happily ever 
after. But his marriage did not last and, although still in 
his twenties, he terminated his doctoral studies at Purdue 
and abruptly left for Alaska. It was in Alaska, after two 
years of near solitude, that Fred came to accept his 
failures and established new goals (see Appendix E). 
Arthur Nelson grew up in poverty. His school 
experiences were a succession of dismal failures. He had no 
goals, no direction and, after a stint in the Navy, drifted 
in and out of small jobs. He credits the relationships he 
built with faculty and staff at Atlantic Community College 
for turning his life around (see Appendix F). 
Eve Engels was a brilliant child, always at the top of 
her class. But she never knew what it was like to "be a 
kid" because she had to work in her father's business from 
the age of four until she entered college. Being the best 
in school was expected of her and anything less than a grade 
of A was "considered failure" (see Appendix G). 
Walter Harrington's parents were married and remarried 
to each other four times. He grew up in poverty without the 
ordinary things that other kids took for granted. The 
family lived in a small shack, had no bath tub or family 
car. However, he was a brilliant student winning every 
scholastic award offered including a full scholarship to 
Harvard (see Appendix H). 
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Sharon Ferris lived in six different states by the time 
she reached the first grade. Making friends was terribly 
difficult for her. School was also difficult because of her 
low self-esteem." Constantly relocating precluded any 
chance of forming lasting friendships. Her first academic 
success came at a private high school, allowing her natural 
iritelligence and ability to emerge (see Appendix I). 
All of these faculty overcame adversity and, from their 
experiences, became attracted to the helping professions. 
Two of the faculty had, at one time, serious intentions of 
joining the clergy or a church related college. 
Harrington: 
My original intent was ... to become an 
Episcopal priest. But I wanted to be a teaching 
priest at a boys school, like an Episcopal boys 
school, be teacher and campus chaplain. That was 
my original goal .... I always went to Sunday 
School at the Congregational Church and . . . once 
in a while they'd let me take part in a service 
and I would get up on the podium in my little 
black robe and read a prayer or some part of the 
service. Religion was very important and it is 
still important to me. (March 5, 1990) 
Dalton: 
I really feel very strongly that God speaks to us 
in ways that sometimes we don't want to hear, or 
don't hear. But, if we listen, it is really 
amazing what you can hear and what it can result 
in. . . . I thought at one point ... of going 
into the ministry. ... I had considered, in 
fact very seriously, trying to find a job in a 
church related college. I thought that might help 
me take advantage of my skills in teaching and, at 
the same time, serve God in a way that I thought 
would be effective. (March 28, April 11, 1990) 
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Harrington knew at an early age that he wanted to 
teach: 
I honestly don't know why, but from day one, I 
wanted to teach. i wanted to stand in the 
classroom and impart some of the things I thought 
I knew something about to people who didn't know 
anything about them. (March 5, 1990) 
Ferris came from a family of teachers: 
My grandmother was a teacher in a one-room 
schoolhouse in Maine. And she was 18, so in 
eighth grade these people were pretty close to her 
age. She did that for three or four years until 
she was married. I loved going to her house. Her 
sister was also a teacher. She loved teaching. 
She would always talk about what fun she had 
teaching and she was very innovative. 
(March 30, 1990) 
Family heritage, a love for children and the influence 
of teachers, guided Ferris to a career in early childhood 
education. 
Early experiences of hardship partially shaped the 
faculty member's career aspirations. These past experiences 
also influenced the ways in which these faculty think about 
and relate to students. According to Nelson: 
My whole philosophy ... is to empathize with 
the student and I find that there are so many 
people here that have such similar backgrounds to 
myself as far as troubles in school . . . being 
below middle class . . . being out for a while, 
kicking around, not knowing what to do and then 
all of a sudden finding yourself back here at the 
school again. So there [are] a lot of 
similarities that I see between myself and the 
students that I get here. It's easy for me to 
empathize. (April 23, 1990) 
Ferris has a similar aim: 
Through teaching at the community college level, I 
have developed a lot of [self-esteem] and I really 
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think I know my business now, which has given me a 
Chv .... I think sometime! that's 
maKir into my students because so 
?M ^ ?! suffer from low self-esteem. 
(May 18 and July 30, 1990) 
Many community college students have experienced 
adversity, failure and low self-esteem. Dealing with 
students who have low levels of aspiration is very common at 
Atlantic Community College. 
Engels conducted a study of Atlantic Community College 
students and found that many had low levels of aspiration, 
^^t their levels rose as they went through their academic 
program. These faculty believe that "success breeds 
success" and they work hard at raising levels of aspiration. 
They recognize the importance of the student teacher 
relationship and they all point to teachers who had a 
positive influence on their own lives. 
School Biography: The Influence of Good Teachers 
The faculty clearly remembered and talked about the 
teachers who had a significant influence on them and they 
use these past teachers as role models. For Ferris, teacher 
praise was important: 
I needed that praise from Mrs. Carpenter in the 
eleventh grade. I really needed that praise to 
spur me on. (July 30, 1990) 
Dalton patterns his teaching after a chemistry teacher 
(when he was a freshmen at Middlebury College) who not only 
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what was expected of challenged students but made it clear 
them: 
^ liked about him was that he was very 
straightforward and I think that is what people 
say about me. , . , He made it very clear what 
you were ejected to know. . . . i considered him 
a model, always have, and I tailor a lot of the 
ways I approach my courses on the way he 
approached his. (March 14, 1990) 
Engels always thought highly of her teachers and she 
credits several in elementary school: 
Elementary school was wonderful. I thought that 
was the most exciting place to be. To be in 
elementary school with people who spoke English 
without accents, with women who were American and 
who dressed differently than my mother dressed— 
who seemed to be the kinds of models that I was 
looking for. I remember my first grade teacher 
was the most wonderful, exciting person I had ever 
met. And she was very good to me. She took a 
special interest in me and gave me all kinds of 
things to do and extra work to do, and later on in 
the year, extra readings to do. I learned to read 
very quickly and Miss Macaney was a very important 
part of my life. . . . Fifth grade, I had a 
wonderful teacher. She was literary. She read us 
poetry and at that point I really learned to 
appreciate poetry and I learned to appreciate 
being read to out loud. Even to this day, in our 
family, we read aloud to each other all the time, 
particularly poetry. Miss Foley is responsible 
for [that]. ... I had a lovely, sweet lady in 
sixth grade. She was very encouraging and very 
enhancing. She did everything she could to make 
life better for you and to make school exciting. 
(April 18, 1990) 
Nelson's life took direction when he was a student at 
Atlantic Community College: 
In high school I hated everything and here I liked 
0verything. There was no one class I could pick 
out as a favorite. I liked them all .... I 
just loved it. I had the best time. I met all 
kinds of people. The teachers were great. And it 
was all the things that we hear from our students 
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now; how they wish they could stay here for four 
wh^n%T^^^^ I that way 
when I was here. (March 26, 1990) 
After he spent a year at Atlantic Community College, 
Nelson knew he wanted to become a teacher, in those early 
days, he never imagined himself as part of the college 
faculty. His aim then was to become a high school business 
teacher which is what he did. As a college teacher. Nelson 
tries hard to stay in touch with his students, to know 
what's going on with them. He recalls a time in junior high 
school when a teacher seemed not to care about him. That 
experience still bothers him; 
We had to write a book report in class. I 
[didn't] read the book and when I got in there and 
was told to write for an hour on the book, I wrote 
a one page apology saying that I didn't want to 
read the book and that I felt bad about what I did 
in not completing the assignment and that I would 
understand if she flunked me. I said I really 
didn't care and that whatever she wanted to do was 
fine with me and I think I ended up getting a D 
for that class or an F. . . . She never said 
anything to me about that. I kind of wonder why 
she never did come back and say, "What the hell is 
this?" (March 26, 1990) 
All of these professors have tremendous admiration for 
some of their former teachers who not only made "Shakespeare 
come alive" or poetry "seem wonderful," but also helped to 
raise their students level of aspiration. The faculty 
haven't forgotten these past teachers and they credit them 
for their success. 
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The Profession; Teanh^r as Messiah 
It became clear from the interviews and class 
observations that these professors are more than just good 
at teaching. They are also charismatic, altruistic, and at 
some level, see themselves as messiahs. Clarification is 
needed here on the concept of teacher as messiah. 
Messiah means a "great liberator" of a people. The 
world s greatest teachers (Jesus, Buddha and Confucius for 
example) were messiahs. Community colleges attract many 
students who have experienced failure, drift and alienation 
and often look to a teacher for direction and inspiration. 
In this respect the teacher fills a significant void in the 
student's life and it is, at some level, messianic in 
nature. The community college classroom is the secular 
pulpit for these teachers who, through their talents and 
charisma, motivate their students' intellectual growth, 
evoke student emotions and improve self-esteem. These 
talented faculty encourage students to find meaning in their 
lives, a sense of purpose, a vision. 
The teacher/messiah has an existential influence on 
students, that is, they challenge students to identify 
themselves in a sometimes hostile universe. Their teaching 
is really about freedom and responsibility. Their aim is to 
l^ave students accept the responsibility to free themselves 
from restraint or compulsion; to be accountable for success 
or failure and to find joy in learning and happiness in 
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life. The teacher/raessiah possesses a unique form of 
altruism, an unselfish, devoted commitment to the welfare of 
the student, approaching the Greek "agape"—the unselfish 
love and concern for others. For this faculty, teaching is 
an ongoing passion. Nelson talked about himself as 
liberator when he said: 
I think more than the material that I teach in the 
classroom, I want to teach them somewhat of a 
philosophy on life. ... i want them to leave 
here motivated to make themselves better, to go 
someplace in life, to know that they have a 
potential to end up good; to be well off . . . and 
able to make something of themselves. A lot of 
them don't even know that they can do that yet. 
They are not even sure why they are here. Many of 
them have been failures at everything else that 
they have tried and so if they can see success in 
some small shape or form ... I think in the long 
run that is going to help them be better persons. 
I want them to have ... a philosophy on life 
that, in addition to being positive about 
themselves, they will not take advantage of 
situations around them. (April 22, 1990) 
Ferris had a similar comment: 
I think my real philosophy as a teacher is that 
you really need to teach and help people go from 
one place to another ... .1 think everybody 
has to have the chance to learn and to achieve. 
It's one thing that I try to do through my 
teaching which goes back to self-esteem. It's 
building self-esteem and making them feel good 
about what they are learning .... 
(July 30, 1990) 
Engels characterized the feeling she gets when students 
start to change: 
They see things about themselves when they finish 
a Psych class that they didn't see before. They 
see potential and I think it's exciting. It's 
exciting to see that. (June 11, 1990) 
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Dalton talked about his teaching this way; 
I very much like the idea of getting people 
excited about a difficult subject and then having 
them go off and really do something great with it, 
and feeling fulfilled themselves. (April 11, 1990) 
He remembered when a student returned to the college 
just to thank him: 
He was one of my first students. He had a real 
struggle with chemistry. He worked very hard and 
managed to get A’s. . . . He came back ten or 
fifteen years ago and told me about his success. 
He said he never really remembered much chemistry 
but he liked the way I approached learning and he 
felt he gained a great deal from my courses and 
being exposed to me, as a teacher, and not 
specifically the subject matter. That's very 
gratifying. (April 11, 1990) 
Harrington remarked: 
I said to my wife the other day, "There is 
something rewarding about graduation day when one 
student will come up and shake your hand and say 
'thanks'." It sort of makes the whole year worth 
it. You go away with a good feeling in your heart 
that you've done something right .... That 
makes the whole job rewarding. (May 16, 1990). 
The teacher/messiah faces an often frustrating 
challenge in the community college. Some students have 
personal difficulties that have to be resolved before they 
can develop intellectually. Faculty alone cannot resolve 
these difficulties and they have clear parameters on the 
nature of their involvement with students and the extent to 
which they can help. They want their students to succeed 
but they know they are not always the person best suited to 
help. 
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For the most part, the experiences that faculty have 
with students reinforce their identity as teacher/messiah. 
This suggests that students have a tremendous influence on 
their teachers. Faculty come to need their students as 
much, if not more, than students need them. Eble (1976) 
talked about this dynamic when he said: 
Teaching is the presence of mind and person and 
body in relation to another mind and person and 
body, a complex array of mental, spiritual and 
physical acts affecting others. Moments of direct 
interaction expand into the lives of both students 
and teachers keeping alive the desire to learn and 
the will to make learning count. (p. 8) 
Teaching not only motivates the professor's desire to 
learn but it also brings a strong sense of purpose to the 
teacher and students have the key roles in shaping the 
professor's self image. 
Singing, Preaching and Teaching: The Need for an Audience 
Like the singer/performer who needs the fans and the 
preacher who needs a congregation, the faculty need 
students. They all need an audience. Through their 
students, faculty solidify their place in the world. They 
give meaning to their existence and they celebrate their 
lives as uncommonly special. Teaching is the way these 
professors stay in spiritual shape. It puts life in a 
meaningful context. It gives perspective. Engels spoke 
about how important each class is: 
Each class brings something else into my life and 
also, helps me with my own thinking, my own 
philosophy, my own ideas and attitudes about 
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particular things that are happening. 
(June 11, 1990) ^ 
They begin to miss classroom interaction when they have 
been away from it over a summer break. They get excited 
about coming back to the classroom where the success of a 
semester is an unknown, and the job ahead of them is 
difficult. Nelson talked about what he goes through before 
the start of a semester: 
I won't go out partying or anything like that. 
^ Dust watch a lot of TV and make sure my notes 
are ready; make sure my syllabus is ready and just 
think about it. It's . . . some form of 
meditation. I'm trying to psych myself up 
mentally to walk in there and start this whole 
process all over again. (April 23, 1990) 
Teaching strengthens the messiah identity. Through 
interaction with students, faculty realize a satisfying 
sense of accomplishment. Life takes on an added dimension 
of importance and usefulness. There is a kind of 
immortality in knowing that other lives have been changed 
for the better as a direct result of one's special 
influence. Some one else is inheriting another's knowledge. 
Teaching is more than exciting for this faculty. It's a 
raison d'etre, and these faculty are thrilled and gratified, 
over again, to know that they are respected, remembered and 
often loved for their efforts. Their desire to teach and 
concern for students is obvious. Even when faced with a 
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recent faculty strike, these professors thought of their 
students. According to Harrington: 
I participated in the recent strike We didn'i- 
f"i^ht and we werfdockld for It 
fufthel extent I'll be punished 
I thought about all night was the 
students. I had eight students in there who 
really needed me. (May 16, 1990) 
These faculty have come to see teaching as their 
destiny. When he arrived at Atlantic Community College in 
1965, Dalton knew that he had met his calling: 
It was pretty clear to me that . . . my destiny 
[was] Atlantic Community College. I knew that in 
February of 1965 and I still know it 25 years 
later. As I mentioned before, there are a lot of 
hhings that happen to us that many people dismiss 
as coincidences but I'm not so sure about that. I 
was brought to this place for a reason and I think 
I'm in the process of fulfilling that reason. 
(April 11, 1990) 
Without teaching, these faculty must search for a new 
meaning in life. This is not only unappealing, it's 
frightening—an abrupt, catastrophic change. These faculty 
are talented individuals and all of them can make more money 
in the private sector. Some already have. Engels had a 
lucrative personal counseling practice. Nelson made a lot 
of money in real estate development and sales and still 
maintains a small office. But money is not the main 
motivator for these faculty. Their life's work is teaching 
and students hold the key. Students are the focus point for 
the faculty. They give the faculty a gratifying role in 
life. 
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Summary 
There are qualities found in these effective community 
college teachers that have not yet been described in 
research. In addition to the knowledge we have about 
effective community college teaching, we find "hidden 
characteristics" that distinguish faculty as particularly 
effective. These hidden characteristics are, for the most, 
shared by all the faculty in this study. These faculty 
members overcame hardship and were drawn to the helping 
professions. Their choice to become teachers was partly 
influenced by past teachers. They model their teaching 
after past teachers and they see themselves as messiahs 
with a special kind of love and devotion for students. To 
carry out this unique and special performance, these 
teachers need a continual stream of new students. And the 
more these students resemble their own experiences, the more 
excited and dedicated these faculty become. Whether they 
realize it or not, these faculty have come to need their 
students as much, if not more, than their students need 
them. 
Chapter six further discusses these findings as they 
relate to the literature and research methodology and it 
provides recommendations with respect to community college 
policy and further studies. 
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CHAPTER 6 
CONCLUSIONS AND RECOMMENDATIONS 
Introduction 
This chapter has five parts: 
1. Summary of Purpose and Method. 
Findings and Relevance to the Literature. 
3. Implications of the Study. 
4. Limitations of the Study. 
5. Recommendations for Further Study. 
Summary of Purpose and Method 
The purpose of this study was to add to the 
understanding of effective community college teaching by 
focusing on faculty-student interaction. I was interested 
in (a) identifying qualities found in the effective teacher, 
(b) describing what effective community college faculty do 
in and outside of the classroom, (c) isolating faculty 
viewpoints and values regarding effective teaching, and (d) 
shaping hypotheses about effective community college 
teaching. 
The method was qualitative in nature consisting of 
three separate observations of each faculty interacting with 
students, supplemented with four open ended interviews. 
This method presented slice-of-life episodes to portray what 
these faculty think about, how they feel, what they know. 
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how they know it, what their concerns are, beliefs, 
perceptions and viewpoints. 
The method chosen for this study presents to the reader 
what faculty thought important and significant about 
themselves in four general areas: childhood experiences, 
school experiences, work experiences and community college 
teaching experiences. The interviews conducted in these 
four areas provided rich information. 
Class observations served several purposes. I was 
primarily interested in how faculty personally interacted 
with students in the classroom and how faculty involved 
students in the class session. This data provided a basis 
for interview questions and led to a closer understanding 
between us. Few colleagues have an opportunity to observe 
one another teach. 
Findings and Relevance to Literature 
The findings in this study validate earlier research on 
effective college teaching. Good community college 
professors are organized, clear, friendly with students, 
excited about their disciplines, prepared, consistent, 
accessible, empathetic and fair. But when we shift our 
inquiry from the characteristics of good teaching to the 
character of the good teacher, we find other characteristics 
that help to explain why some professors are particularly 
effective. These "hidden characteristics" are significant 
in that they have not been previously reported. Our 
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attention is now shifted away from just looking at a 
teacher's command of the subject, organizational skills and 
rapport with students. Charisma, altruism and dedication 
come into consideration. This brings out the concept of 
teacher as raessiah. 
For these faculty, teaching is more than an occupation; 
it is a dedication to leave the world a better place, an 
opportunity to make a difference in another's life, a chance 
to enhance one's own life through a kind of immortality, 
that of remembrance. 
In religious philosophies, immortality can be achieved 
by following a set of rules of conduct. Another concept of 
immortality is parenthood: my blood flows in another. 
Consider the teacher's mission: he or she is there to 
educate, to liberate, to show a way to a better life. Now 
and then, educators hear the welcome phrase, "You changed my 
life." This is a kind of immortality. 
Admittedly, some people can do an average job of 
teaching, collect their salaries and lead creditable lives, 
but outstanding teachers seem to share other motivations as 
well. The need to be needed is evident. They gain 
tremendous satisfaction (at great investment in time) in 
knowing that they have personally touched another's life in 
a positive manner. 
Research on college teaching with respect to the 
effects of teachers on students is available but little has 
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been published on the effects of students on teachers. This 
study showed that effective community college faculty need 
students to reaffirm their faculty identity. In other 
words, good teachers need to teach. It is through 
interaction with students that faculty find meaning and 
satisfaction. 
significant finding in this study is the 
faculty's ability to empathize with community college 
students. All of the faculty experienced either poverty, 
failure, family problems or low self-esteem, the same kinds 
of problems that many community college students experience. 
Faculty realize that many students have low levels of 
aspiration. To overcome this problem, faculty try hard to 
make students successful. They design their courses with 
clear expectations, give students plenty of opportunity to 
practice, challenge students to work harder, encourage 
students to form study and support groups and, when 
necessary, make referrals to the college's counseling staff. 
Implications of the Study 
Very rarely do these professors talk about their 
teaching. The main problem is that they are rarely asked, 
even though they want to talk about their work and they have 
much to say about teaching. Just talking about their work 
seemed to give these faculty a renewed sense of pride. All 
of the faculty enjoyed the interviews and each requested 
copies of their interview transcripts and the final study. 
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Even these mature faculty occasionally need to be refreshed. 
The observations and interviews conducted with each faculty 
member helped them reaffirm the importance of their work and 
encouraged them to continue to relate to students the way 
they have been doing throughout their careers. 
College administrators need to find similar ways to 
encourage faculty to talk to one another about teaching. 
Even the most accomplished faculty can find refreshment by 
discussing their work with other faculty. There are a 
number of ways administrators can encourage faculty 
discussion on teaching. 
Atlantic Community College faculty come together in 
some sort of group three times a month; departmental 
meetings, division meetings and general faculty meetings. 
The number of faculty participants is determined by the 
forum. The departmental meeting generally constitutes a 
small number of faculty. Some departments at the college 
have only two or three faculty members. The division 
meeting includes all of the faculty within a division, 
anywhere from 12 to 35. The general faculty meeting 
includes all faculty and professional staff. I believe the 
most appropriate forum for faculty discussion about teaching 
is the division meeting. The number of participants is 
small enough to engage everyone and large enough to include 
a diversity of views. Faculty can share their views on 
situations that they all face at one time or another. For 
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example, faculty can discuss levels of student aspiration; 
methods to generate class discussion; motivating students 
to learn; and the problems of evaluating students. There 
are a host of topics that faculty can talk about. These 
kinds of discussions can be continued throughout the year. 
The division chairperson would have the role of facilitator, 
that is, he or she would guide the discussions, not lead 
them. The idea is to get faculty talking about their work 
on a regular basis. 
The employment of a faculty development specialist, 
knowledgeable about community colleges and teaching, would 
be useful at Atlantic Community College. This specialist 
can work one on one with faculty, possibly using an approach 
similar to the methods used in this study. He or she can 
observe classes and help faculty develop new skills or 
reaffirm their roles. Many community colleges talk about 
the importance of teaching. By hiring a faculty development 
specialist, managers can go beyond the rhetoric and 
demonstrate to the college community that they are willing 
to invest the resources to support faculty. 
The challenge for the faculty development person is to 
build rapport with faculty. The process would be slow at 
first, perhaps limited to working with new faculty and 
slowly recruiting other faculty. One of the ways this type 
of person can build rapport with faculty is to conduct 
special workshops on teaching throughout the year, or make 
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presentations to faculty at one of the many division 
meetings, 
The faculty I studied are distinctive. They bring more 
to the classroom than just their knowledge. Their concern 
for students is exceptional and their dedication to 
community college teaching is refreshing. Most of these 
faculty have developed outside business interests to augment 
their college salaries. Low salaries have deterred many 
people, some highly gualified and dedicated to helping 
others, from entering a college teaching career. Those who 
do go into community college teaching find themselves 
seeking additional ways to earn income. College 
administrators know this and have come to accept it. 
Limitations of the Study 
This study focused on a small group of community 
college faculty at one campus. There are several 
limitations. There were only five subjects to make up the 
study group and all of the subjects worked at the same 
college. Although we can generalize the study's findings 
within the particular setting, we cannot claim significance 
for effective faculty at other community college campuses 
nor can we claim any significance for faculty at other 
institutional settings. This interpretive research is one 
of only a few studies on effective community college 
teachers and their interactions with students. Similar 
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research at other colleges needs to be completed to provide 
the opportunity to compare findings. 
This study was also limited to faculty viewpoints. The 
student view on faculty-student interaction is missing. We 
cannot draw conclusions on the student view of faculty- 
student interaction from this study. 
This study was also limited to what community college 
faculty say about their work. Faculties at four year 
colleges and universities were not included. How community 
college faculty feel, think and go about their teaching may 
be substantially different from faculty who teach at four 
year colleges and universities. 
Recommendations for Further Study 
There are several recommendations for further studies. 
We need to build a solid foundation of information on 
effective faculty throughout various community colleges to 
verify the conclusions of this study. Once similar studies 
have been completed and a rich source of information exists, 
we can then compare findings. 
I also suggest that similar research be completed with 
effective faculty at four year colleges and universities. 
Once that information exists, we can determine if community 
college teaching is significantly different. We would be 
able to determine, for example, if the community college 
student needs a different kind of relationship with faculty 
or if the intrinsic rewards for teaching at the community 
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college level are similar to four year college or university 
teaching. 
To get a more balanced understanding of the nature of 
faculty-student interaction, we must include the experiences 
and views of students. We will not know how effective 
community college teachers influence students until we study 
the student's perspective, if a teacher can truly change a 
student's life, then we should study the ways this occurs. 
I recommend conducting a qualitative study on a group 
of community college students to explore how effective 
faculty influenced their lives. The design of this kind of 
research can take many forms. One might be to study 
faculty-student interaction by selecting a targeted 
population of community college students such as those who 
participated in some kind of developmental program and 
succeeded. We could determine the significance of faculty 
with respect to student success and levels of aspiration. 
Another design might be to study the significance of 
faculty-student interaction from a random group of students 
in a number of different community colleges. Another would 
be to study recent graduates of community colleges. There 
are a number of ways to study the student perspective. What 
is important is to get their views on the significance of 
faculty-student interaction. 
We also need to know more on the relationships that 
students prefer to have with teachers and how students go 
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about interacting with teachers. We need to know if 
students develop different kinds of relationships with 
teachers in class as opposed to outside of class or if there 
are faculty behaviors that encourage or discourage student 
interaction. 
Conclusion 
After reading this intimate study, one may ask the 
question: Given the inherent problems involved, such as low 
/ lack of recognition, class overload, poor working 
conditions and too little time to devote to a multitude of 
students, why would one want to teach in a community 
college? The answer for the effective teacher (as those 
represented here) is clear: It is a calling, an avocation, 
the rewards for which are intangible but all-compelling. 
This answer involves an indefinable sense of joy and 
satisfaction emanating from the knowledge that "I have 
served my students and perhaps have helped them to find a 
better way." 
The community college offers its faculty neither the 
glory nor the status associated with the university setting. 
But it does present an opportunity to reach a population 
whose prospects for success may have been buried forever 
under stressful circumstances. The rewards and benefits to 
be reaped are based in altruism and a sense that one's life 
has held special meaning for a special group. The effective 
community college teacher is deeply gratified in knowing 
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that he or she has invested in another's future and will be 
affectionately remembered for the effort. 
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APPENDIX A 
LETTER TO PROFESSORS 
Date 
Professor 
Atlantic Community College 
Oakdale, MA 00000 
Dear Professor _ : 
I'm conducting a doctoral dissertation about effective 
community college teachers regarding their interactions with 
students in and out of the classroom. 
The Dean of Faculty has indicated to me that you have 
consistently been rated by students as one of the most 
effective teachers at the college. 
I would like to invite you to participate in this study by 
allowing me the opportunity to conduct four interviews with 
you and observe three of your class sessions. I expect that 
the total interview time for all interviews will take no 
longer than six and-a-half hours. 
I truly hope you will participate in this study about 
effective community college teachers. I will be contacting 
you in the near future to further discuss the nature of ray 
study and the process involved. Thank you for your 
consideration. 
Sincerely, 
Glenn DuBois, Associate Professor 
Criminal Justice Program Coordinator 
Atlantic Community College 
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appendix b 
INFORMED CONSENT AUTHORIZATION 
Effective community college teachers: 
faculty-student interaction. 
Portraits of 
Mr. Glenn DuBois has spoken to me about the purpose of 
this research project and the methods involved. Mr. DuBois 
has made it clear to me that he is studying the interactions 
between students and effective community college faculty. I 
understand that Mr. DuBois will be conducting four 
i^t®tviews with me in addition to observing three of my 
class sessions. All the interviews will be conducted in a 
confidential manner and pseudonyms will be used in the final 
paper. I know that I can withdraw from this study at any 
point in the process and that a copy of the final paper will 
be provided for my review. My signature at the bottom of 
the page will verify my consent to participate in Mr. 
DuBois' study. 
Signed Date 
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appendix c 
FACULTY INTERVIEWS 
These interviews were designed to understand whv 
faculty teach and interact with students the way they do bv 
examining their present and past life experiencL iithonL 
the interviews are non-direc?ed, the resLrcher did not 
® faculty member didn't already 
mention during the course of any interview. Each interview 
lasted approximately one and-a-half hours. 
Interview One; Familv/Social History. 
Tell me stories about your background, family and social 
life, life growing up. 
Interview Two; Experiences as a Student. 
Tell me stories about you as a student. 
Interview Three; Becoming a Community College Teacher. 
Tell me stories about the things you were doing that led up 
to you becoming a community college teacher. 
Interview Four; Experiences as a Community College Teacher. 
Tell me stories about you as a community college teacher. 
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appendix d 
SITE REPORT; ATLANTIC COMMUNITY COLLEGE 
Introduction 
Atlantic Community College is one of 15 public regional 
community colleges in Massachusetts. When the college 
opened in 1965, only three transfer programs and three 
occupational programs were offered. There was a total 
enrollment of 474 students with 15 faculty members. Today, 
the college enrolls about 3,100 day students and employs a 
faculty and staff of about 300. Its evening, summer and 
extension programs are administered by the Division of 
Continuing Education and Community Services and they enroll 
approximately 5,000 students each semester. The college 
offers 53 degree and certificate programs. 
History; Legislative Background 
In 1923, the Massachusetts legislature received a 
report of a study commission recommending the establishment 
of two-year colleges; however, the recommendation was 
generally ignored (Scott, 1983). Thirty-five years later 
(1958) legislation was passed to begin a system of public 
two-year colleges offering both college level and 
occupational curricula equivalent to the first two years of 
a four-year college. Much of the credit for getting the 
legislation passed is given to Foster Furcolo, Governor of 
Massachusetts. 
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Governor Furoolo-s problems in obtaining legislative 
approval were numerous. He remarked in 1973: 
® committee of twenty-five to study the 
felt college system. The majority 
ml^er'^votedlor"” " ^hf o;h;r-25“" 5^'^ 
, claiming the state was broke .... on the 
basis of one vote I went ahead with my plan. I 
mounted a massive campaign to educate the 
legislature of the need for the community 
colleges. I appointed advisory committees in the 
leading communities of the Commonwealth to study 
the feasibility of establishing a community 
college in their area and to bring pressure to 
bear on their state legislators .... The 
Process caught hold and we succeeded with the 
passage of Chapter 605. 
(Scott, 1983, p.32) 
In 1959, the Massachusetts Board of Regional Community 
Colleges was established and Berkshire Community College was 
the first to open in 1960. Three more community colleges 
opened in temporary facilities the following year and by 
1964, there were eight community colleges. Fifteen 
community colleges comprise the system today. 
On June 10, 1980, the legislature approved a 
reorganization plan for higher education. This plan created 
a centralized Board of Regents comprised of 15 members 
appointed by the Governor. The Board of Regents assumed 
authority in March 1980 thereby abolishing the Massachusetts 
Board of Regional Community Colleges. 
History of Atlantic Community College 
Atlantic Community College was founded in February 1965 
as the ninth community college of the Commonwealth of 
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Massachusetts. The administration of the college operated 
out of an old elementary school until renovations were made 
at a nearby junior high school, in December 1969, the 
college was accredited by the New England Association of 
Colleges and Secondary Schools. For a tuition of $200 per 
semester, a student could attend five classes. 
From the beginning, it was understood that Atlantic 
Community College’s first facility was going to be temporary 
until a suitable campus was found. The initial lease for 
the college’s temporary home was for ten years at $1 per 
year and no one believed the college would outlive its 
lease. The main part of the college is still housed in 
temporary facilities, either leased or rented; there is no 
permanent campus. 
The college has two main locations. The main campus 
consists of five rental facilities, four of which are wooden 
structures over 100 years old. A satellite campus was built 
about 12 miles away, opening in January 1986 with 1,000 
students. 
Campus planning has been a major issue since 1965. Due 
to budgetary constraints and neighborhood complaints, the 
selection site for a main campus was rejected in 1988. 
College officials expect to have a permanent campus sometime 
before 1995. 
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The Massachusetts community college philosophy is based 
on open-door admissions to break down social, financial and 
institutional barriers to higher education (Scott, 1983). a 
high school diploma, or its equivalent, is all that is 
needed to be admitted. Regional community colleges 
represent the democratization of post-secondary education. 
They are geographically accessible, financially affordable 
and open to all students who meet basic admissions criteria. 
Another goal for the community college is "excellence in 
teaching." Faculty are recruited and promoted on the basis 
of their ability to teach, not to conduct research. 
Atlantic Community College Today 
In May 1987, the following mission statement was 
approved by Atlantic Community College's Board of Trustees: 
Atlantic Community College is an open admissions, 
comprehensive college offering low cost 
educational opportunities for area residents. The 
college confers associate degrees and certificates 
in a wide range of subjects. The academic 
programs are designed to provide freshmen and 
sophomore levels of instruction for transfer to a 
baccalaureate granting institution, or career 
preparation for various occupational fields. 
Committed to serving the Atlantic Community 
College community, the college provides several 
programs to keep the public informed of 
educational opportunities, ensuring necessary 
support to enhance the probability of a successful 
learning experience, offering guidance in 
decision-making, and meeting the needs of the 
business sector, as well as the community at 
large. The college is further committed to its 
students by maintaining close relationships with 
and providing support to its alumni. 
(College Catalog, 1990, p.8) 
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In an 1989 institutional self-study, prepared as part 
of the college's last accreditation study by the New England 
community identified a number of strengths and weaknesses of 
the institution. A sample listing follows: 
Strengths 
1. A dedicated, committed and student-centered faculty 
and staff that exhibits a high degree of flexibility and 
adaptiveness to changing needs and resource constraints. 
2* Variety and breadth of academic programs and course 
offerings responsive to the needs of the labor market as 
well as the educational needs of the service area 
population. 
3. Creativity and innovation in curriculum 
development, instruction and instructional methodologies to 
meet the diverse learning styles of the student population. 
4. An institutional academic program review process 
designed to improve or modify programming in order to 
maintain quality and relevance. 
5. A developmental educational philosophy 
acknowledging that students entering Atlantic Community 
College have diverse levels of preparation, interests and 
learning styles; and an extensive network of academic and 
student services to accommodate the diverse educational 
needs of traditional and non-traditional learners. 
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6. A commitment to educational technology manifested 
in the quality, quantity and diversity of computers and 
software for academic use allowing hands-on learning 
opportunities. 
7. A diverse and prospering service area to support 
growth and allow for a rich diversified student population. 
8. A high participation rate among service area high 
school graduates projected to offset a portion of the 
projected high school graduate loss. 
9. High accessibility to area residents by virtue of 
separately well placed college locations, low tuition and an 
open admissions policy. 
10. The college’s commitment to the importance of 
professional development opportunities for college faculty 
and staff. 
11. An exceptional graduate and placement record. 
12. A wide variety of student activities. 
13. Numerous, meaningful affiliations and liaisons 
with area businesses, industries and community services. 
College Weaknesses 
1. Inadequate and substandard facilities impeding 
growth and development of programs, services and 
enrollments. 
2. Insufficient funding for professional development 
opportunities. 
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3. Limited financial resources to meet the college's 
staffing and equipment needs. 
4. Difficulty in managing and administering multiple 
facilities due to limited financial and human resources. 
5. An increasing requirement to utilize adjunct part- 
time faculty to accommodate increasing enrollments, which 
impacts programmatic quality. 
6. Continued dependence on external funding to support 
critical developmental programs such as ESL (English as a 
Second Language). 
The Faculty at Atlantic Community College 
The main responsibility of the faculty is to teach four 
courses (12 credit hours) each semester. A faculty member's 
workload is calculated at the beginning of each semester in 
accordance with the current collective bargaining agreement. 
Faculty plan and prepare courses of instruction, teach, 
advise about 25 students in their program or academic 
discipline and participate in the academic governance of the 
college. 
Listing of Faculty Responsibilities 
The faculty share in common the following 
responsibilities: 
1. Preparation and organization of course syllabi, 
outlining course subjects and materials as well as methods 
of teaching. 
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2. Planning, preparation and presentation of lectures, 
exhibits, demonstrations, experiments and group discussions. 
3. Evaluating student performance. 
4. Counseling and guidance of students. 
5. Maintaining class records. 
6. Participation in college governance committees. 
Faculty are required to have at least a master's degree 
in their field or a bachelor's degree with related 
professional and instructional experience. 
Faculty Evaluation 
Faculty are evaluated annually according to the terms 
contained in the collective bargaining agreement between the 
Massachusetts Teachers' Association and the Massachusetts 
Board of Regents. A faculty member's division chairperson 
conducts the evaluation in five areas: course materials; 
student evaluations; classroom observations; college 
service; and advising. 
Course materials. The division chairperson examines 
course syllabi and materials for each course. 
Student evaluations. Each fall, students complete an 
evaluation using a 1-5 rating scale on 14 items for all 
courses a faculty member teaches. 
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Classroom observafinn. The division chairperson 
observes the classroom performance of the faculty member in 
one class during the first semester. 
College service. The quality of the faculty member's 
service to the college is evaluated yearly by the division 
chairperson. 
Advising. Faculty are required to keep a log of 
appointments and submit that log to the division 
chairperson each semester. 
Organization of Faculty 
Faculty are organized into 32 departments and programs, 
each under the supervision of a department chairperson or 
program director. Each department or program is located in 
one of seven divisions: Allied Health; Business Sciences; 
English and Communication; Human Services; Humanities and 
Social Sciences; Nurse Education; and Science and 
Mathematics. 
The institution's self study commented on the strengths 
and weaknesses of the faculty; 
Strengths 
We have tried to foster creativity among a faculty 
that happens to relish the wide latitude that 
exists to design courses and to develop and 
experiment with teaching methods and classroom 
practices, all of which gives students a 
challenging and stimulating education. 
Complementary to the creativity of faculty members 
is their sensitivity to a heterogeneous student 
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body. This blend of creativity and caring 
distinguishes our faculty. Another strength is 
cooperation that exists 
between liberal arts faculty and faculty in the 
Progr^s. The latter generally support the 
importance of a liberal arts grounding in their 
curricula, while the former recognize the 
important function of career education in a 
community college. (Baker, 1989, p.96) 
Weaknesses 
What weaknesses we experience among faculty 
generally stem from environmental circumstances. 
For example, the three campus locations often 
serve to isolate faculty members from one another. 
Collective bargaining is another environmental 
factor sometimes viewed as affecting instruction. 
When negotiations go well, an esprit d'corps 
thrives; but when negotiations are stalled or 
difficult, faculty motivation declines and 
relationships with the administration become 
tense. (Baker, 1989, p.97) 
There are currently 135 full-time faculty and 65 part- 
time adjunct members. Tables one through five profile the 
faculty with respect to the number of faculty at the 
college, their age, gender, rank, level of education and 
salary. These tables are located at the end of the site 
report. 
Collective Bargaining 
In July 1976, the faculties of the 15 community 
colleges formed the Massachusetts Community College Council 
(MCCC), selecting the Massachusetts Teachers Association 
(MTA) as their representative in negotiations with the 
Massachusetts Board of Regional Community Colleges. The 
first negotiated contract between the MCCC and the 
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Massachusetts Board of Regional Community Colleges was 
approved in August 1977. The term of this contract was one 
year. Subsequent contracts have been negotiated for terms 
of three years (Smith, 1985). Faculty are currently worlting 
without a contract. The last salary increase toolc place in 
August 1988. 
Two years ago faculty went on "work to rule" to show 
their disapproval in the lack of a contract. Working to 
rule meant that faculty taught their classes but did not 
participate in any other college activity. Department, 
division and general faculty meetings were cancelled and 
faculty boycotted many college related activities. Faculty 
relations with the administration were strained. 
The faculty of the Division for Continuing Education 
(DCE) voted to unionize two years ago and MTA became their 
representative. Contract negotiations over salary and 
reappointment continued slowly and finally broke down during 
the spring 1990 semester. MCCC called for a general DCE 
faculty strike in April 1990. About a third of the faculty 
did not cross the picket line. A court order forced the 
union back to work three days after the strike began. The 
DCE faculty contract has since been negotiated and, among 
other things, it significantly raises the salaries of DCE 
faculty. But the strike, the job action two years ago and 
the lack of a current contract for day time faculty has 
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taken its toll on the morale of Atlantic Community College 
faculty. 
Budgetary Problems 
The serious financial problems of the state have 
strained college operations and have put many faculty and 
staff in fear of losing their jobs. 
Atlantic Community College was forced by the state to 
return almost $1 million dollars from its 1989 budget. 
Consequently, college officials had to cut student 
enrollments, reduce the number of course offerings, cut the 
labor force by laying off several non-faculty staff and did 
not fill full time faculty and staff positions as they 
became vacant. Many officials at the college anticipate 
more cuts if there is further reduction in state support. 
Students have significantly felt the impact of the cuts. 
The cost of their tuition has risen, classes have been cut 
and enrollments have been reduced. 
Conclusion 
These are not the best of times for the faculty at 
Atlantic Community College. Working without a contract, 
continual cutbacks in state support and the inadequacies of 
the current college facilities, have frustrated many 
faculty. The recent staff lay offs have some faculty 
worrying about losing their jobs. 
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There has been some good news. The college has 
recently negotiated the purchase of a nearby tract of land 
which contains various professional buildings, suitable to 
be converted into classroom buildings. An additional 
purchase of surrounding land has also been approved. 
Officials from state government conducted a ground breaking 
ceremony in August 1990. After 25 years, it appears that 
Atlantic Community College will soon have a main campus. 
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TABLE 1 
Faculty Profile: Number of Faculty 
Atlantic Community College 
1989 
Number of Facultv Full-Time Part-Time 
Professor 63 0 
Associate 29 0 
Assistant 24 0 
Instructor 19 0 
Other 0 65 
Total 135 65 
Source: Atlantic Community College, Institutional Self- 
Study, 1989. 
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TABLE 2 
Faculty Profile; Age (Median) 
Atlantic Community College 
1989 
Mnk Full-Time Part-Time 
Professor 53.0 N/A 
Associate 48.3 N/A 
Assistant 43.3 N/A 
Instructor 40.9 N/A 
Other N/A 
Source; Atlantic Community College, Institutional Self- 
Study, 1989. 
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TABLE 4 
Faculty Profile; Years at Institution 
Atlantic Conununity College 
1989 
Rank 
Professor 
Associate 
Assistant 
Instructor 
Other 
Full-Time 
18.7 
11.5 
5.0 
2.3 
Part-Time 
N/A 
N/A 
N/A 
N/A 
N/A 
Source: Atlantic Community College, Institutional Self- 
Study, 1989. 
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TABLE 3 
Rank 
Professor 
Associate 
Assistant 
Instructor 
Other 
Faculty Profile: Gender 
Atlantic Community College 
1989 
Male/Female 
Full-Time Part-Time 
41/22 
16/13 
8/16 
3/16 
N/A 
N/A 
N/A 
N/A 
N/A 
Total 68/67 
Source: Atlantic Community College, Institutional Self- 
Study, 1989 . 
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TABLE 5 
Faculty Profile: Highest Degree Held 
Atlantic Community College 
1989 
Doctorate 
Professor 
Associate 
Assistant 
Instructor 
Other 
Full-Time 
13 
2 
4 
0 
0 
Part-Time 
8 
Total 19 8 
Master's 
Professor 43 
Associate 23 
Assistant 18 
Instructor 11 
Other 40 
Total 95 40 
Bachelor's 
Professor 3 
Associate 2 
Assistant 2 
Instructor 6 
12 Other 
Total 13 12 
Source: Atlantic Community College, Institutional Self- 
Study, 1989. 
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TABLE 6 
Faculty Profile: Mean Salaries by Rank 
Atlantic Community College 
1989 
Rank Mean Salaries 
Professor $ 42,142 
Associate 34,922 
Assistant 30,226 
Instructor 29,086 
Source; Atlantic Community College, Institutional Self- 
Study, 1989. 
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APPENDIX E 
BIOGRAPHICAL INFORMATION: FRED DALTON 
Fred was born to a middle class family in 1936 and grew 
up on an isolated farm in western Massachusetts. As the 
oldest of two children, he learned to do his chores and keep 
up with his school work, in what little spare time he had, 
Fred would wander in the woods by himself, exploring nearby 
gorges and setting up campsites. At an early age, Fred 
preferred to be alone. 
School work came easily and he earned high grades with 
little effort. His favorite subjects were in science, 
particularly chemistry. Fred recalls; 
I' ve known that I wanted to do something with 
chemistry since I was at least twelve. I had a 
chemistry set which I think my grandfather must 
have given me. I was always fascinated with 
chemistry, with how things worked. As a young 
teenager, I'd go to the library and get stacks of 
physics books, and chemistry books, and astronomy 
books and I'd bring home a pile of books. 
(March 28, 1990) 
In his sophomore year, Fred was enrolled in a private 
high school and graduated second in his class. 
Although his father (a Harvard graduate) wanted his son 
to enroll at MIT, Fred chose Middlebury College instead 
where he majored in chemistry. His freshman chemistry 
professor impressed Fred so much that he started to think 
about a career in teaching and he went on to graduate school 
at Middlebury. 
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During graduate school, Fred married and made plans to 
pursue a doctorate in chemistry at Purdue University. 
During his first year at Purdue, his marriage failed and he 
grew disenchanted with his doctoral program. As he recalls: 
I had always considered [when you got married], 
Tn^i was not that common 
in 1960. My wife and I could see from the outset 
that we really had embarked on a commitment that 
we were [not] ready for. She was 19 and I was 22. 
She couldn t stand being confined anymore than I 
could stand being confined .... it was 
shattering to see that my illusion of what 
marriage ought to be wasn't, and [it] was as 
shattering to find out that there was no way that 
I was going to get a Ph.D. in chemistry. 
(March 28, 1990) 
Fred packed all of his belongings into a Volkswagen van 
and headed to Alaska to homestead, with no intention of 
coming back. During the long drive to Alaska, he had time 
to think: 
I had this tremendous sense of relief for being 
out from under this disastrous personal situation 
with my marriage. I really felt as though I was 
being born as an individual for the first time. 
(March 28, 1990) 
It was in Alaska that Fred found his identity. After 
establishing a homestead on land near Fairbanks, he got a 
part time job as a laboratory assistant with the University 
of Alaska. Within a year, Fred had built his house, planted 
his first crop of barley and was awarded title to his 120 
acre claim. Recalling that first hard year: 
There would be times when I'd be walking four 
miles to the car in the dead of winter. I had a 
44 Magnum in those days and I wore it all the 
time, and I remember several times trudging in on 
snowshoes, four miles, in the dark, and hearing 
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^ emotional 
stresses I had been through the previous couple 
n^t ?' K tickled to be entirely aloL; 
anybody and not anybody 
responsible for me. (March 28, 1990) ^ 
Two years later, Fred thought he was ready to return to 
Purdue to complete his doctorate, but after one semester he 
terminated his studies and returned to New England. 
It was then that he was introduced to the president of 
Atlantic Community College who was recruiting staff for the 
new college. Fred remembered that day, more than 25 years 
ago, when he was hired to run the science department: 
[The president] took me up [to a room on the third 
floor] and there were rats running up and down the 
stairs. It was a condemned building. And he 
pointed to that little room . . . and said, 
"Well, it doesn’t look great now, but do you want 
that for your office?" I said, "Sure. Sounds 
great." (April 11, 1990) 
Fred considers himself the resident chemistry expert at 
Atlantic Community College and he enjoys sharing his 
knowledge of the subject with his students and colleagues. 
He remarried, has two children and in his spare time enjoys 
hiking and flying single engine airplanes. 
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appendix f 
BIOGRAPHICAL INFORMATION; ARTHUR NELSON 
The eldest of three, Arthur Nelson was born in Boston 
in 1949 to a troubled family. The family moved frequently 
and the small laundry business they ran never seemed to 
profit. A cruel blow came when a devastating fire destroyed 
their home and put the family on the street. Arthur 
remembers that year: 
For the next six months we were just living off 
the charity of other people in one house and 
another and some guy put us up in his finished 
basement where we lived for a couple of months. 
Then we rented [an] apartment [for] $4 a week. 
There were five of us living in this three room 
apartment for a long time. (March 12, 1990) 
Finally, the Nelsons settled in a poor section of a 
city north of Boston and, to Arthur's delight, this new 
location meant a great opportunity to make new friends. 
Recalling that old neighborhood, which he still visits, he 
says; 
It was an interesting area to grow up in. But the 
kids down there were all disadvantaged. Everybody 
was poor at the time and that' s when I got into my 
first gang. You know, little street gangs you get 
into when you are a kid. We'd go out breaking 
street lights at night and rifling through cars. 
You would walk down the street and if the doors 
were unlocked on a car, you would open the doors, 
look in the glove compartment; look for change, 
cigarettes and things like that .... [The 
gang] was the first group to accept me. 
(March 12, 1990) 
A local Sea Scout troop caught Arthur's interest and he 
slowly started to break away from the gang to devote more 
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time to scouting, it was here that he became a leader and 
developed a love for sailing. But lacking specific goals, 
his academic career floundered. After flunking out of the 
college entrance program at high school, he was placed in 
the vocational component of the school and was told, "You 
are not college material." 
One night while talking with his "voc" classmates about 
how the "college kids" won all of the student government 
positions, Arthur and his pals decided to nominate him for 
president of the junior class. It was to be a turning point 
in his life and he remembers it vividly: 
This whole thing mushroomed and ... l won the 
election. [The] guy from the college course, who 
is now a well respected attorney . . . was 
flabbergasted . . . that he could lose to me, 
because he was a football star. No one in a 
million years thought it would happen. All of a 
sudden I got politically involved in the high 
school .... I found myself thrust into this 
limelight that I had no idea what I was supposed 
to be doing. (March 12, 1990) 
By the time Arthur entered his senior year, he was 
enormously popular and was easily re-elected president of 
the class. Although he was active in student government, he 
was still without a plan for the future. Almost by 
accident, he enlisted in the Navy and before long found 
himself stationed in the Persian Gulf working twelve hours a 
day as a communications operator for the next two years. 
Arthur hated life in the Navy, but he became a 
supervisor over a group of enlisted men, a small, but 
valuable responsibility that helped build his self-esteem. 
137 
When he was honorably discharged, he returned to 
Massachusetts with no concrete plans, drifting from one odd 
job to another. Some of his old pals had enrolled at the 
new community college and they convinced Arthur to give it a 
try. He took to college life quickly and formed some 
lasting relationships with faculty and staff who liked and 
encouraged him. Within a year his academic skills had 
improved; he was now earning top grades and majoring in 
accounting. Money was still a problem, but with his job as 
a work-study student, along with other odd jobs, he was able 
to make ends meet, graduating with a 3.8 cumulative point 
average. 
After completing his Bachelor's degree in education, 
Arthur taught typing and bookkeeping at a parochial high 
school in Boston for two years. With marriage came a move 
to California to pursue a Master's degree and build a 
career, but none of the west coast schools appealed to him 
so they returned to Boston. Upon completion of his Master 
of Business Administration degree at nearby Suffolk 
University, Arthur was hired by Atlantic Community College 
to teach accounting, his "dream come true." He has been 
actively involved in the college's governance procedures and 
served one term as faculty union president. Although he has 
outside interests in real estate and has written a book on 
the subject, Arthur's dedication to Atlantic Community 
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College is clear. He began teaching college in 1979 and he 
looks forward to spending his entire career there. 
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appendix g 
BIOGRAPHICAL INFORMATION; EVE ENGELS 
Before she was old enough to start school. Eve Engels 
was already helping her Lithuanian immigrant father run the 
family's precious metals business. She recalls this in 
detail; 
When I was about four, my father started taking me 
on business trips and when I was six, I actually 
started doing some communication for him. He 
dealt mostly with people who spoke his languages. 
He spoke five languages [but] English was not one 
of ... My sisters and I did all that for 
him. He bought all the newspapers and books that 
he thought important and we read to him. I kept 
books for him for a long time. We could actually 
translate some of his books. He kept certain 
records himself, and we would translate them into 
English for the accountant. So we got a lot of 
business training. (March 28, 1990) 
The parents always wanted the best for their three 
intelligent daughters, but there were strict rules and high 
expectations regarding their progress. Eve was the top 
student in her high school and anything less than an A was 
considered failure in her very close knit family. 
Remembering one particular incident, she says; 
We had to do well and anything less than an A was 
unacceptable .... [A friend's] mother said 
that if she got an A in any of her courses, she 
would get a dollar .... In those days, it was 
a lot of money. Report card time came, and we had 
been studying together .... Beverly got five 
As and she was real excited. We ran home to her 
house and her mother gave her $5. I had all A's 
and I thought, wow, maybe I can get a dollar for 
every A! When I presented this to my mother, she 
said, "A dollar for every A? You're going to get 
punished for every B. Anything less than an A in 
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our house is failure!" 
and to this day, as far 
less than an A is still 
That made a big impression 
as I'm concerned, anything 
failure. (March 28, 1990) 
Although the rules were strict. Eve found school 
delightful and enjoyed doing her homework. Her teachers 
impressed her: 
I had had an impact on me and I 
thought they were all so wonderful and they did so 
much and they enhanced my life so much that I 
wanted to do that. (March 28, 1990) 
She admits that she did miss "being a kid" because of 
hhe responsibilities she had in the family business: 
I never had a doll in my entire life. l 
discovered I was a physical person when I was in 
high school, when the physical ed teacher told me 
I could play tennis pretty well. Before that, my 
father would say, "Read a book. It's not 
important to play baseball with the kids." If 
they didn't pick me to be on the baseball team and 
I'd come home upset, he'd say, "It's not 
important. Read a book." And my mother, even 
though she didn't understand it, bought every book 
that every salesman [showed her] .... We had 
three different sets of encyclopedias. She 
figured one of them had to be a good one, even 
though she didn't know which one it was. So it 
was always, "Read a book." The only one who had a 
doll was my younger sister. She got a doll when 
she was probably four or five and my father 
couldn't cope with my even touching it. He said, 
"Only babies play with dolls." (March 28, 1990) 
After graduating tops in her class. Eve left her small 
town of 5,000 people and entered a college community of 
20,000—the University of Illinois where she majored in 
Economics and English. In her sophomore year she married a 
Harvard law student and transferred to Boston University and 
then to the University of Bridgeport. It was in Bridgeport 
where Eve began to teach English in a nearby high school. 
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soon after, the couple moved back to the Boston area and Eve 
completed her Master's of Education at Boston University. 
About twenty years ago. Eve gave a presentation at a 
Great Books club meeting and a woman in the audience told 
her that she would be great at teaching college level 
English and literature because she had so much enthusiasm 
for it. Atlantic Community College was recruiting a faculty 
member to teach English in their remedial education 
component and Eve got the job. in the early years. Eve 
taught English but she developed a keen interest in the 
fof psychology. She often sat in on her students 
psychology classes so that she could use the content as the 
basis for her writing classes. From these experiences. Eve 
decided to pursue, on a part-time basis, a doctorate at 
Boston University in the field of educational psychology. 
She completed her degree and is now a professor of 
Behavioral Science at Atlantic Community College. In 
addition to teaching. Eve is also involved in the college's 
Honors Program, where she counsels and advises students. 
She also maintains a private counseling practice. Eve 
praises Atlantic Community College for allowing her to do so 
many different things at the college. She and her husband 
raised three children and they reside on the North Shore of 
Massachusetts. 
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appendix h 
biographical INFORMATION: WALTER HARRINGTON 
Walter, the first of three children, was born in 
Massachusetts on February 26, 1936, a time when the country 
was struggling to emerge from the Great Depression. His 
mother and father would subsequently divorce and marry each 
other three times. Walter remembers: 
I envied the other kids that had things we didn't 
• You know, living with my mother we never 
had a phone when other people had phones; we 
didn't get a TV until many years after TV came 
about. Of course, we never had a car. But we 
were always well clothed within our means. We had 
most of the things we needed. My father was the 
type that when he was sober, which was 10% of the 
time, and we needed shoes he made sure we got 
shoes; if we needed new clothes he made sure we 
got new clothes, but we never had a great deal. 
[We] lived in a small shack [and paid] four 
dollars a week rent. It had no tub or shower. 
(March 5, 1990) 
Both of Walter's parents never went beyond the sixth 
grade but they were avid readers and encouraged their 
children to do well in school. It was there that Walter 
realized that he had something that the other kids did not 
have: brilliance. 
I came home every single day from elementary 
school and [did] my homework. I enjoyed doing it. 
I was fascinated always by anything new that I 
didn't know the day before. That was the big 
thing with me. If I had to read another page of 
science and I'd learn something about water, or 
air that I didn't know the day before, I was 
absolutely fascinated by that. So I was motivated 
always to keep reading and keep studying. Every 
book I could lay my hands on, I read. I was 
probably the best math student in the elementary 
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school. With every math teacher I had I'd sit in 
today®thIfi°didn't"knofyesterday (March 5, 1990) a<-eraay. 
Academic success came easily to Walter; he was the top 
student in his junior high school and valedictorian of his 
high school graduating class: 
student. Any time I 
felt a challenge I worked that much harder. I 
remember, in junior high school, there were a 
couple of kids that were very good and we’d get a 
test back and they'd get a 92 and I'd get a 93. 
If they got a 92 and I got a 90, I'd be ticked* 
off. Next time I'm going to beat them .... i 
won most of the major awards when I graduated from 
high school. i won the Rensselaer medal for 
mathematics, the Bosch and Lomb medal for 
mathematics, the Harvard book prize, the Dartmouth 
Bowl, the Goldburg Easman award [for the] top 
student in the class .... And I clawed my way 
through all of those. (March 5, 1990) 
Since grade school days, Walter knew that he wanted to 
be a teacher and on graduating high school, he was awarded a 
full scholarship to Harvard. It was there that he decided 
to combine his teaching interest with the priesthood: 
I wanted to be a teaching priest at a boys school, 
like an Episcopal boys school—be teacher and 
campus chaplain .... I got accepted at the 
Episcopal Theological school after I graduated 
from Harvard. (April 2, 1990) 
This dream did not materialize; he had to get a job to 
pay off some subsistence loans, and there was his mother to 
help support. He soon found work teaching mathematics at 
the very high school he graduated from four years earlier. 
After two years of successful teaching, Walter was 
offered a department chairmanship at a high school in New 
144 
Jersey. When he arrived to begin work he was told that the 
position would not be available until the following year. 
The teacher who decided to leave had changed his mind. 
Instead of being the chair of the high school mathematics 
department, Walter ended up teaching eighth grade social 
studies. Feeling isolated and frustrated, he returned home 
a year later to care for his mother and once again looked 
for work. 
An opportunity to teach at a prestigious prep school 
opened up in Cambridge, and he quickly accepted. Although 
he didn t like the rigidity and strictness of the school 
(presided over by a Dickensian school master), Walter stayed 
for three years, earning more money than he had ever earned 
in public school. 
Finally he made the decision to leave. He knew that he 
could no longer work in the stifling confines of an outmoded 
system. Atlantic Community College was about to open and 
Walter joined the faculty at a $5,000 pay cut, quite a 
substantial sum in 1965. He has been with the college since 
the beginning. In the early years, he taught math and also 
acted as the college's registrar and dean of admissions. He 
now teaches mostly upper level, advanced math courses. 
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appendix I 
BIOGRAPHICAL INFORMATION: SHARON FERRIS 
Sharon was born during World War II. Her father, a PT 
boat captain in the South Pacific, entered Dartmouth after 
WW II and graduated with a degree in business. By the time 
Sharon entered first grade, the family had lived in six 
different states. They finally settled in a suburb of 
Boston and she entered fifth grade, but 10 year old Sharon 
was lonely. She had a younger sister (too young to be a 
playmate) but no strong friendships. Sharon recalls those 
early years: 
Fifth grade was very traumatic for me. I didn't 
go to school. I would hide behind the garage, or 
in the woods. I would not get on the bus and 
finally, around March of that year ... I was 
tutored at home. (March 30, 1990) 
Sharon became a loner: 
I didn't have any friends. I can remember riding 
my bike through the woods and picking flowers and 
exploring. I liked to explore. There were a lot 
of brooks and that' s how I' d spend those days. 
One day I looked out my window and there was 
somebody at our back door. It was a girl who just 
came to say hi ... . She really became a very 
good friend, so when I went into sixth grade . . . 
I decided I really [wanted] to go to school. 
That' s when things began to look up and I began to 
make a lot of friends and acquaintances. 
(March 30, 1990) 
Sharon blames her difficulty in school on "low self¬ 
esteem." When she reached high school, her parents decided 
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It was here that Sharon' 
to enroll her in private school. 
started to improve: 
s 
^ ^ confidence, i 
aettlL an student. I remember once 
A+ in the History of Art . . i 
^ really compete [and] 
be included. (March 30, 1990) ^ 
Although she knew that she would go on to college, she 
had no specific career goals. When she enrolled in Colby 
Junior College, she was not sure of her future. Working 
with children appealed to her and she found a psychology 
course interesting. Combining the two fields led Sharon to 
Wheelock College where she earned a Bachelor's degree in 
Education. Before graduating, Sharon married her high 
school sweetheart and their first child was born. At this 
point it seemed that her role would be housewife and mother 
and further studies were put aside, perhaps for good. 
However, while Sharon was student teaching at a laboratory 
nursery school, she was asked to substitute for a teacher on 
maternity leave. She stayed two years and left when her 
second child was born. 
Life as a homemaker was pleasant and the family lived 
in a small community north of Boston. When the time Ccime to 
enroll her youngest son in nursery school, Sharon happened 
to mention that she was available to substitute. The school 
was small, with two teachers, and it was not long before 
Sharon was hired. This time she stayed for eight years and 
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quickly became known in the community as a dedicated 
teacher. 
In the late 1970's, the coordinator of the early 
childhood program at Atlantic Community College asked Sharon 
if she would be interested in teaching some night courses. 
Sharon accepted the challenge. After completing her 
Master's degree in early childhood education, Sharon joined 
Atlantic Community College's full time faculty. 
Within two years, Sharon had expanded the department 
and designed an infant and toddler education program. She 
now serves as its first director. 
148 
bibliography 
Anderson, L. (1986). Research on 
effectiveness. Curriculum 
teaching and educational 
Report. 15 (4), pp. 1-6. 
Appleton, S. 
program. 
(1983). The impact of 
NACADA Journal. 3, (i) an academic advising pp. 57-63. 
Astin, A.W. (1976) 
San Francisco: 
* Preventing students from dropping out 
Jossey-Bass. ^^- 
Astin, A.W. (1977). 
Jossey-Bass. 
Four critical years. San Francisco: 
Astin, A.W. (1982). Minorities in american higher 
education: Recent trends, current prospects and 
recommendations. San Francisco: Jossey-Bass. 
Baker, G., Roueche, J. and Gillett-Karam, R. (1990). 
Teaching as leading; Profiles of excellence in the open- 
door college. Washington, D.C.: The Community College 
Press. 
Baker, R. (1989). Institutional self-study. Massachusetts; 
Atlantic Community College. 
Baldridge, J. W., Curtis, D. V., Ecker, G. and Riley, G. L. 
(1978). Policy making and effective leadership. San 
Francisco: Jossey-Bass. 
Beal, D. and Noel, L. (1979). What works in student 
retention? A national survey conducted by the American 
College Testing Program and the National Center for 
Higher Education Management Systems. In Hash, W. R. 
(1985). Students' perceptions of academic advisement in 
rural Virginia community colleges. UMI Dissertation 
Service, 8605339. 
Beidler, P. (1986). (Ed.). Distinguished teachers on 
effective teaching. San Francisco: Jossey-Bass. 
Berger, P. L., and Luckman, T. (1967). The social 
construction of reality. New York: Doubleday-Anchor. 
Birenbaum, W. M. (1986). From mass to class in higher 
education. In L. Zwerling (Ed.), The community college 
and its critics, (pp. 3-12). San Francisco: Jossey-Bass. 
149 
Bloom, B. S. (1972) 
Review. 80, pp. Innocence in education. 332-352. 
School 
Blumer, H. 
Cliffs: 
Symbolic Interactionigm, 
Prentice-Hall. --- Englewood 
Bolster, A. S. (1983). 
research on teaching. 
(2), pp. 294-308. 
Toward a more effective model of 
Harvard Educational Review. 53 
Borg, R. and Gall, D. (1983) 
introduction. New Yor]c: • Educational research: An Longman. 
Braskamp, L., Brandenburg, D. and Ory, 
Evaluating teacher effectiveness: A 
Beverly Hills: Sage Publications. 
P. (1984). 
practical guide. 
Breneman, D.W. and Nelson, S.C. Financing community 
colleges: An economic perspective. Washington, D.C. 
Brookings^Institution. In E. Seidman, (1985). In the 
faculty. San Francisco: Jossey-Bass. 
Broadkey, L. (1987). Writing ethnographic narratives. 
Written Communications. 4, pp. 25-50. 
Brophy, J. and Evertson, C. (1978). Context variables in 
teaching. Educational Psychologist. 12, pp. 310-316. 
Carstensen, D. J. and Silberhorn, C. (1979). A national 
survey of academic advising: Final report. Iowa City: 
The American College Testing Program. 
Centra, J. (1980). Determining faculty effectiveness. San 
Francisco: Jossey Bass. 
Chernin, M. and Goldsmith, R. (1986). Family day: An event 
to improve student retention. Journal of College Student 
Personnel. 27, pp. 364-365. 
Chickering, A. and Gamson, Z. (1987). Seven principles for 
good practice in undergraduate education. The Wingspread 
Journal. 9 (2), pp. 1-4. 
Chickering, A. and McCormick, J. (1973). Personality 
development and the college experience. Research in 
Higher Education. 1, (1), pp. 43-70. 
Chronicle of Higher Education. (1990, September 5). p. 3. 
Cohen, A. and Brawer, F.(1982). The American community 
college. San Francisco: Jossey-Bass. 
150 
Cole, C. (Ed.). (1978) 
No., 2. Washington 
Education. 
To Improve Instruction. ERIC report 
American Association for Higher 
^ Cj^ssnough, w. and Mencres R M q7i ^ c*-. ^ .. 
^"“ItSdeAt^retentlln’’ ?<lvising: A cornerstone of tudent retention. New directions for services- 
Rendering the dropout rate. San Francisco: Jossey-Bass!' 
Dean, J.P. and Whyte, W.F. (1969). How do you )tnow if the 
A" »=CaU and j! 
participant observation. 
Reading, MA: Addison-Wesley. 
Dexter, L.A. (1971). Role relationships and concepts of 
neutrality in interviewing, in Franklin and Osbourne, 
Research and methods. Los Angeles: Wadsworth 
Donald, J. and Sullivan, A. (1985). (Eds.). Using research 
to improve teaching. San Francisco: Jossey-Bass. 
Doyle, W. (1978). Paradigms for research on teacher 
effectiveness. In L. S. Shulman (ed.). Review of 
Research in Education. 5, (pp. 163-198). Itasca: F. E. 
Peacock Publishers, Inc. 
Easton, J., Forrest, E., Goldman, R., and Ludwig, L. (1985). 
National study of effective community college teachers. 
Community/Junior College Quarterly of Research and 
Practice. 9, (2), pp. 153-163. 
Eble, K. (Ed.). (1970). The recognition and evaluation of 
teaching. Project to improve college teaching. 
Washington D.C.: American Association of University 
Professors and Association of American Colleges. 
Eble, K. (1979). The craft of teaching. San Francisco: 
Jossey-Bass. 
Eble, K. (Ed.). (1980). Improving teaching styles. San 
Francisco: Jossey-Bass. 
Eble, K. (1988). The craft of teaching. (2nd ed.). San 
Francisco: Jossey-Bass. 
Eells, W. (1931). The junior college. New York: Houghton 
Mifflin Co. 
151 
Epstein, J. (1981). (Ed.). Masters: Portraits of arpai- 
teachers. New York: BasiH^Books.-^ 
Erickson, F. 
community 
Quarterly. 
(1977). Some approaches to inquiry in school- 
ethnography. Anthropology and EducaMnn 
8/ PP. 58-69^ -- 
Erickson, F. and Mohatt, G. (1982). Cultural organization 
or participation structures in two classrooms of Indian 
students. In G. Spindler (Ed.), Doing the ethnography of 
schooling: Educational anthropology in action, (pp. 132- 
174). New York: Holt, Rinehart and Winston. 
Erickson, F. and Wilson, J. (1982). Sights and sounds of 
life in schools: A resource guide to film and yideotape 
for research and education. (Research Series No. 125). 
East Lansing, MI: Institute for Research on Teaching, 
College of Education. 
Erickson, F. (1986). Qualitatiye methods in research on 
teaching. In M. Wittrock (Ed.), Handbook of research on 
teaching (3rd ed.). New York: MacMillian Publishing Co. 
Ericksen, S. (1984). The essence of good teaching. San 
Francisco: Jossey-Bass. 
Eyeritt, C. L. (1979). An analysis of student attrition at 
Penn State. Uniyersity Park, PA: Office of Planning and 
Budget, Pennsylyania State Uniyersity. 
Eyertson, C.M. and Green, J. (1986). Obseryation as inquiry 
and method. In M. Wittrock (Ed.), Handbook of research 
on teaching (3rd ed.). New York: MacMillian Publishing 
Co. 
Feldman, K. A. (1976). The superior college teacher from 
the students' yiew. Research in Higher Education, b, 
pp. 243-288. 
152 
Gardner, H. (1983). 
intelligences. 
Frames of mind; The theory of multiple 
New York: Basic Books. — 
Geertz, C. (1973). The interpretations of culture. New 
York: Basic Books, Inc. 
Getzels, J. and Jackson, P. (1963). The teachers 
personality and characteristics. In N. Gage (Ed.). 
Handbook of research on teaching. Chicago: Rand McNally. 
Glaser, B. and Strauss, A. (1967). The discovery of 
grounded theory: Strategies for Qualitative research. 
Chicago: Aldine. 
Glennon, R.E. (1976). Intrusive college counseling. The 
School Counselor. 24, pp. 48-50. 
Goetz, J. R., and LeCompte, M. D. (1982). The problem of 
reliability and validity in ethnographic research. 
Review of Educational Research. 32, pp. 31-60. 
Goffman, E. (1961). Asylums. Garden City: Anchor Books. 
Good, C. V. (1973). (Ed.). Dictionary of education (3rd 
ed.). New York: McGraw-Hill. 
Grant, G.E., Barnes, C.P. and Smith D.G. (1983). New 
perspectives. In Ellner, C.L. and Barnes, C.P. (1983). 
Studies of college teaching. Lexington, MA.: Lexington 
Books. 
Grites, T.J. (1979). Academic advising: Getting us through 
the eighties, AAHRIC higher educational research report, 
Washington D.C. (No. 7). 
153 
Grites, T.J 
liberal 
pp. 2-4. 
. (1981). Academic advising: An atlas for 
education. Forum for Liberal Education, 3 
(ERIC No. ED 197 697) .-“ (4), 
Grites, T.J. (^84). Student and self-ratings of teacher- 
advisors, NACADA Journal. pp. 29-33. 
Grubb, W.N., (1984). The bandwagon once more: Vocational 
preparation for high-tech occupations. Harvard 
Educational Review. 54, pp. 429-451. - 
Grubb, W. M. and Lazerson, M. (1975). Rally around the 
^oj^J^plsce: Continuities and fallacies in career 
education. Harvard Educational Review. 45, pp. 452-474. 
Guba, E. G*/ and Lincoln, Y. S. (1981). Effective 
Evaluation. San Francisco: Jossey-Bass"^ 
Guskey, T. and Bennet, A. (1983). The characteristics of 
effective teachers in urban community colleges. 
Community/Junior College Quarterly of Research and 
Practice. 7, pp. 265-274. 
Habley, W.R. (1982). Academic advisement: The critical link 
in student retention, NASPA journal. 18, pp. 45-50. 
Hadley, E.A. (1976). A program to improve freshmen- 
sophomore retention. In Choice or change: Planning for 
independent college marketing and retention. St. Paul: 
Northwest Area Foundation. 
Hash, W.R. (1985). Students' perceptions of academic 
advisement in rural Virginia community colleges. UMI 
Dissertation Service, 8605339. 
Heller, S. (1987). Collaboration in the classroom is 
crucial if teaching is to improve. The Chronicle of 
Higher Education. (March 11, 1987), pp. 17-18. 
Henderson, A.D. and Henderson, J. C. (1975). Higher 
education in America. San Francisco: Jossey-Bass. 
Herge, H. (1965). The college teacher. New York: The 
Center For Applied Research in Education, Inc. 
Highet, G. (1950). The art of teaching. New York: Knopf. 
Hildebrand, M., Wilson, R.C. and Dienst, R.E. (1971). 
Evaluating university teaching. Berkeley: University of 
California. 
154 
Hines. E.R. (1981). Policy making for more effective 
academic advisement in two-year colleges. Research in 
Higher Education. {2), pp. 119-134. - 
Hines, E.R. Krause, P. and Endieveri, F.J. (1980). Academic 
advising in the two-year college. Community/Junior 
College Research Quarterly. A, (2), pp. 151-167. 
Hoover, K.H. (1980). College teaching today. Boston: Allyn 
and Bacon, Inc. - 
Hosie, P. (1986).^ Some theoretical and methodological 
issues to consider when using interviews for naturalistic 
research. Australian Journal of Education. 30, (August), 
pp. 200-211^: — — 
Hudesman, J., Avramides, B., Loveday, C., Waber, T. and 
Wendell, A.J. (1983). The effects of academic 
contracting and semi-structured counseling sessions on 
GPA for students in academic difficulty. Journal of 
College Student Personnel. 24, pp. 278-279. 
Huling, L. L. , Trang, M., and Correll, L. (1981). 
Interactive research and development: A promising 
strategy for teacher education. Journal of Teacher 
Education. 32, pp. 13-14. 
Hunter, M. (1983). Mastery teaching. El Segundo, Calif.: 
Tip Publications. 
Jacobs, E. (1987). Qualitative research traditions: A 
review. Review of Educational Research. 57, (1), pp. 1- 
50. 
Jencks, C. and Riesman, D. (1968). The academic revolution. 
New York: Doubleday. 
Johnson, J. and Sprandel, K. (1975). Centralized academic 
advising at the department level. University College 
Quarterly. 21, pp. 16-20. 
Kaplan, R. M. (1974). Reflections on the Dr. Fox paradigm. 
Journal of Medical Education. 49, pp. 310-312. 
Kapraun, E. D. and Coldren, D.W. (1982). Academic adyising 
to facilitate student retention. NACADA Journal. 2, 
(2), pp. 59-69. 
Karabel, J. (1972). Community colleges and social 
stratification. Harvard Educational Review. 42, pp. 
521-562. 
155 
Community colleges and social 
in the iQRnc e -i • 7 
community coller,^ and its°c7no= 2!^ 
Francisci: Jossey-Bass“-— 'P'’’ San 
Keaveny, T. J., and McGann, A. F. (1978). Behavioral 
coTlegrSrofessor®*'®V^’"’ students' global ratings of 
PP ^3f3-345* '^^^garch in Higher Education 9, 
Keesing, R. and Keesing, F, 
cultural anthropology. 
Winston. 
(1972). New perspectives in 
New York: Holt, Rinehart and 
Keller, G. (1983). 
higher education. 
Press. 
The management revolution in american 
Baltimore: Johns Hopskins University 
Knoell, D. M. (1982, September). The transfer function: One 
® New Directions for Community Colleges. (39), pp. 5-17^i ^— 
Koos, L. (1925). The junior college movement. Boston, MA: 
The Athenaum Press. 
Lavin, D. (1965). The prediction of academic performance. 
New York: Russell Sage Foundation. 
Lecompte, M. (1977). Bias in the biography: Bias and 
subjectivity in ethnographic research. Anthropology and 
Education Quarterly. 18, pp. 43-52. 
Lightfoot, S. (1983). The good high school. New York: 
Basic Books. 
Lofland, J. (1971). Analyzing social settings. Belmont, 
CA: Wadsworth Publishing. 
Lowman, J. (1984). Mastering the technigues of teaching. 
San Francisco: Jossey-Bass. 
Marsh, H.W. (1986). Applicability paradigm: Students' 
evaluations of teaching effectiveness in different 
countries. Journal of Educational Psychology. 76, pp. 
707-754. 
McCall, G. J. and Simmons, J. L. (Eds.), (1969). Issues in 
participant observation: A text and reader. Reading, MA: 
Addison-Wesley. 
McCurdy, J. (1981). California community colleges attacked. 
The Chronicle of Higher Education. November 4, p. 11. 
156 
Lexington, 
McKeachie, W. (1978). Teachina tine, . 
MA: D.C. Heath and CoT-—^ 
McKeachie, w., Pintrich p ^ 
Teaching in the nm D. (1986). 
-1 .j 4-«T-a+-iiy-£»-;;—~ ^ Classroom: A review of the 
-- - Arbor: University ot Michigan Press. 
^ S’Hd Feldhusen j p mq^qx ■» .i-i. 
Dr. Fox: Effect of sS purpose fo^^vaSon 
“®"I^er™^Ca^rU!e'’r ^'^^hropologista at home in North 
- erica. Cambridge: Cambridge University Press. 
Miller, M. (1985). A positive approach to student 
retention: The academic advising intervention and 
monitoring system. NACADA Journal. 5, (2) pp. 19-24. 
Mintzberb, H. (1973). The nature of managerial wor}c. New 
York: Harper and Row^- 
Moore, W. (1970), Against the odds: The high risk student 
ill_the_community college. San Francisco: Jossey-Bass. 
Mulhauser, F. (1975). Ethnography and educational policy. 
Human Organizations. 34, (3), pp. 311-319. 
Murray, H. G. (1985). Classroom teaching behaviors related 
to college teaching effectiveness. In J. G. Donald and 
A. M. Sullivan (Eds.), Using research to improve 
teaching. New Directions for Teaching and Learning. No. 
23, San Francisco: Jossey-Bass. 
Naftulin, D. H. , Ware, J. E. , and Donnelly, F. A. (1973). 
The Dr. Fox lecture: A paradigm of educational seduction. 
Journal of Medical Education. 48, pp. 630-635. 
Noel, L. (1976). College student retention: A campus wide 
responsibility. Journal of National Association of 
College Admissions Counselors. 21, pp. 33-36. 
Odell, L. (1976). The classroom teacher as researcher. 
English Journal. Jan., pp. 106-111. 
Pantages, T.J., and Creedon, C.F. (1978). Studies of 
college attrition: 1950-1975. Review of Educational 
Research. Boulder, CO: National Center for Higher 
Education Management Systems. 
157 
Parnell, D. (1984, May). Five critical 
and Junior College Journal. 54, (8) issues. Community pp. 40-41. 
Pascarella, E. (1980) 
college outcome, 
pp. 545-595. 
. Student-faculty informal contact and 
Review of educational research. 50 
Pascarella, E. and Teranzini, P. (1971). Informal 
interactions with faculty and freshmen ratings of 
academic and non-academic experience of college, 
of Educational Research. 70, (1), pp. 35-41. Journal 
Patton, M. Q. (1975). Alternative evaluation research 
paradigm. Grand Forks; University of North Dakota Press. 
Patton, M. (1980). Qualitative evaluation methods. Beverly 
Hills: Sage. 
Perry, R. P., Abrami, P. C., and Leventhal, L. (1979). 
Educational seduction: The effect of instructor 
expressiveness and lecture content on student ratings of 
achievement. Journal of Educational Psvcholoov. 71. dd 
107-116. “ -^ — 
Peterson, H. (Ed.). (1946). Great teachers: Portrayed by 
those who studied under them. New York: Vintage Books. 
Phelan, W.T. (1979). Undergraduate orientations toward 
scientific and scholarly careers. American Educational 
Research Journal. 16, (4), pp. 411-422. 
Pincus, F. L. (1980). The false promises of community 
colleges: Class conflict and vocational education. 50, 
(3), pp. 332-361. 
Pine, G. J. (1979). Collaborative action research: Teacher 
emancipation. New England Teacher Corps. Exchange. 2, 
(3), pp. 9-15. 
Polansky, S. B. (1986). 900 shows a year; A look at 
teaching from a teacher's side of the desk. New York; 
Random House. 
Ponticelli, R. (1986). Assessment program memorandum (In 
house faculty memorandum, March 6). Beverly, MA: 
Atlantic Community College. 
Rainey, B. G. (1972). What ever happened to action 
research? The Balance Sheet. (7), pp. 292-295. 
158 
Rist, R. c. (1979). On the relations of educational 
research paradigms. Anthropolocrv and Education 
Quarterly. 8, {2), pp. 42-49. 
Rist, R. (1980). Blitzkrieg ethnography: On the 
transformation of a method into a movement. Educational 
Researcher. 9, (2), pp. 8-10. -— 
Rist, R. (1981). On the utility of ethnographic research 
for the policy process. Urban Education. 15. (4). dd 
485-494. -- — ^ f t'b' 
Rock, D.A., Centra, J.A. and Linn, R.L. (1970). 
Relationships between college characteristics and student 
achievement. American Educational Research Journal. 7. 
(1), pp. 101-12T: - 
Rosnow, R.L. (1970). When he lends a helping hand, bite it. 
Psychology Today. 4, (1), pp. 26-30. 
Roueche, J. and Armes, N. (1983). Structure is the linchpin 
of effective teaching. Community and Junior College 
Journal. 54. (1), pp. 16-19. 
Rugg, E.A. (1982). A longitudinal comparison of minority 
and non-minority college drop-outs: Implications for 
retention improvement programs. Personnel and Guidance 
Journal. 61, pp. 232-235. 
Ryans, D. (1960). Characteristics of teachers. Washington, 
D.C.: American Council on Education. 
Schneider, C., Klemp, G. and Kastendiek, S. (1981). The 
balancing act: Competencies of effective teachers and 
mentors in degree programs for adults. Chicago: Center 
■ for Continuing Education, University of Chicago. 
Schulman, L. S. (1986). Paradigms and research programs in 
the study of teaching: A contemporary perspective. In 
Wittrock, M. C. (Ed.), (1986). Handbook of research on 
teaching (3rd ed.). New York: Macmillan Publishing Co. 
Schutz, A., and Luckmann, T. (1973). The Structure of the 
Life-World. (R. M. Zaner and H. T Tristram, Trans.). 
Evanston: Northwestern University Press. 
Scott W. J. (1983). A history of the Massachusetts 
coiiimunity college, 1960-1980: A comparison of 
occupational educational policy and practice. University: 
Microfilms No. 8314871. 
159 
Scriven, M. (1972). Objectivity and subjectivity in 
■ h"" society for the 
P'^^,l7-^^rhicaT' redirections of edur;.H5SIl 
tET^y o^mZAltn 
Seidman, E. 
Francisco 
(1985). In the words of faculty. 
: Jossey-Bass. 
San 
Seldin, P. (1984). Changing practices in 
programs. San Francisco: Jossey-Bass. 
faculty evaluation 
Shalaway, L., and 
in research. 
(3), pp. 1-2. 
Lanier, J. (1979). Teachers collaborate 
New England Teacher Corps. Exchange. 2, 
Sheffield, E. F. (1974). Teaching in the universities: No 
one way. Montreal: McGill-Queen's Press.- 
Smith, K. (1983). Quantitative versus gualitative research: 
An attempt to clarify the issue. Educational Researcher. 
2 (3), pp. 6-13. --- 
Spindler, G. D. (Ed.). (1982). Doing the ethnography of 
schooling: Educational anthropology in action. New Yorlc: 
Holt, Rinehart and Winston. 
Spradley, J. (1979). The ethnographic interview. New Yor)c: 
Holt, Rinehart and Winston. 
Spradley, J. (1980). Participant observation. New Yorlc: 
Holt, Rinehart and Winston. 
Stern, P. and Yarbrough, J. (1981). Hannah Arendt. In J. 
Epstein (Ed.). Masters: Portraits of great teachers. New 
YorJ:: Basic Books. 
Terenzini, P. and Pascarella, E. (1980). Student faculty 
relationships and freshmen year educational outcomes: A 
further investigation. Journal of College Student 
Personnel. 21, (6), pp. 521-528. 
Thistlerwaite, D. (1962). Fields of study and development 
of motivation to seek advanced training. Journal of 
Educational Psychology. 53, (1), pp. 53-64. 
Thornton, J. (1972). The community junior college. (3rd 
edition). New York: Wiley. 
Trombley, T. and Holmes, D. (1981). Defining the role of 
academic advising in the institutional setting: The next 
phase. NACADA Journal. 1, (2), pp. 1-8. 
160 
Vaughan, G. B. (1984). 
Change Magazine. ( . Balancing open access and quality. (March), pp. 38-44. 
Vaughan, G. B. (1988). 
AACJC Journal. (Fe 
8). The community college mission. 
( b./March). 
Wallace, W. (1963). Peer groups and student achievement. 
Chicago; National Opinion Research Center. 
Wax, R. (1971). Doing fieldworlc: Warnings and advice. 
Chicago: The University of Chicago Press. 
Weidman, J. (1979). Nonintellective undergraduate 
socialization in academic departments. Journal of Higher 
Education. 50, (1), pp. 48-62. 
Whyte, W. F. (1982). Interviewing in field research. In R. 
G. Burgess (Ed.). Field research: A sourceboo}c and field 
manual. (pp. 111-122). London: Allen and Unwin. 
(Original work published in 1960) 
Wilcox, K. (1980). The ethnography of schooling; 
Implications for educational policy making. Institute 
for Research on Educational Finance and Governance, 
Project Report 80-A10. 
Williams, R. G., and Ware, J. E. (1977). An extended visit 
with Dr. Fox: Validity of student satisfaction with 
instruction ratings after repeated exposures to a 
lecturer. American Educational Research Journal. 14, 
pp. 49-457. 
Wilms, W. and Hansell, S. (1982). The dubious promise of 
post-secondary vocational education: Its payoffs to 
dropouts and graduates in the U.S.A. International 
Journal of Educational Development. 2, pp. 43-59. 
Wilson, R.C., Gaff, J.G., Dienst, E.R., Wood, L. and Barry, 
J.L. (1975). College professors and their impact upon 
students. New York: Wiley. 
161 
Wilson, S. (1977). The use of ethnographic techniques in 
educational research. Review of Educational Research. 
47, pp. 245-265. --- 
M. (1986). (Ed.). Handboo)c of research on 
teaching (3rd ed.). New Yorlc: MacMillan Publishing. 
Wolcott, H. (1975). Criteria for an ethnographic approach 
to research in schools. Human Organizations. 24. (2). 
pp. 111-127. - “ 
Wortuba, T. R. and Wright, P. L. (1975). How to develop a 
teacher-rating instrument: A research approach. Journal 
of Higher Education. 46, pp. 653-663. 
162 


